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Abstract
There are a number of studies on construct validity of a language te s t  in general, and a 
reading test in particular; most of them  are quantitative in nature. As quantitative studies 
may not capture the cognitive processes the  test takers follow to respond to  a test item, 
the  importance of collecting verbal reports of test takers has been recommended in order 
to  establish the  construct validity of a te s t  (Alderson, 1990b). Additionally, no research to 
date, has investigated the  construct validity of the  reading test of the  school leaving 
examination in Nepal. Therefore, the  present study was designed to fill this gap i.e. to 
investigate w hether the  reading strategies, the test claims to test, are measured by the  
test. In order to  investigate the issue, eight grade 10 students were asked to  take the  
reading test and think-aloud when responding to the  test items. Immediately after they 
completed the test, they were asked to take part in a retrospective debriefing. 
Additionally, in order to triangulate the  data, the  views of seven language testing experts 
on the  reading strategies tested by the  test were collected. The experts w ere first asked 
to make judgements individually with regard to  the  skills tested  by the  test. Then, they 
were asked to  take part in a focus group discussion. The findings provide grounded 
insights into the response behaviours prompted by the  reading tasks on th e  te s t  and 
indicate some threats to the  construct validity of the  test as the test does not seem to  be 
measuring all the reading strategies it claims to  measure. The study also indicates a very 
low level of agreement among the subject experts regarding the  strategies tested  by the  
test. Consequently, there was a big gap between the  strategy use and expert judgements. 
Therefore, the  usefulness of expert judgements to  predict which reading strategies the  
test items are testing is questioned and the need for further research concerning the  
methodologies used in the  study has been suggested. More importantly, the  study 
highlights the  need to make the test more valid.
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Chapter 1: Introduction
This study is concerned with investigating the English reading te s t  of the  school leaving 
exam in Nepal, called the School Leaving Certificate (SLC, henceforth) exam. The SLC is a 
national level standardized exam controlled by the Ministry of Education (MOE), Nepal. 
The exam is regarded as the  most crucial one for a candidate in the  Nepalese context 
because passing it means tha t the students are allowed to study at higher education 
institutions. It is the  sole factor tha t dictates one's career path, as its scores decide which 
course a student can study in higher education (Shrestha, 2003). The MOE has been 
conducting the exam every year with a steadily increasing number of candidates from a 
few hundreds to  405,338 in 2014/15 (MOE, 2015).
It should be noted that the SLC test takers come from two different kinds of schooling 
background: public and private. The students in private schools get an opportunity to 
practice English as they use English both inside and outside the classroom in their school. 
English is used as a medium of instruction in the private schools where as Nepali is used as 
a medium of instruction in most public schools in Nepal. The public schools teach English 
as a subject about four hours a week. Therefore, it is generally assumed that the graduates 
from the private schools have better English language proficiency than the graduates from 
the public schools. Sash (2006) argues that the majority o f students in public schools fail 
English and feel apprehensive of this subject.
To make any exam fully operational, it is very important to  establish its validity. A te s t  is 
said to be valid, if it "measures accurately what it is intended to measure" (Hughes, 2003: 
26). A valid test relies, as much as possible, on empirical evidence collected from te s t  
takers and offers meaningful information about the  test takers' ability (Brown and
Abeywickrama, 2010). Thus, a valid test should guarantee tha t the  test performance 
provides an accurate picture of the underlying abilities or constructs it is attempting to 
measure (Weir, 2005).
With regard to  the SLC exam, to my experience, significant debate  and discussion has 
gone into deciding what to test but there  has been no discussion in how to te s t  it. 
Consequently, although several efforts have been made to  improve the  exam since its 
beginning, the exam has been criticised for lacking reliability and validity (Khaniya, 2010). 
However, it should be noted tha t the  claims related to the validity issues seem weak as no 
research has been carried out to investigate the validity of the whole SLC exam in general 
and the  validity of the  English reading test of the  exam in particular. Therefore, the  
rationale for choosing this study starts with the  need to  address the  validity issue of the  
English reading test of the exam. As Mesick (1988) maintains, if the  validity of high-stakes 
tests is not known, this might have some undesirable consequences for the  society at 
large.
The rationale for this research continues by considering the  gap in research in test 
validation within the relatively new but growing body of research with te s t  takers. The 
literature indicates tha t language testing research is dominated by quantitative methods. 
But, as song (2008) points out, quantitative approaches are problematic as they do not 
capture how test takers answer an item; a qualitative approach is necessary to  reveal 
which skills te s t  takers really engage in when solving reading test items. Therefore, this 
study aims to collect information regarding the cognitive processes te s t  takers follow to 
respond to  the test items.
The main purpose of the study is to investigate whether the reading strategies specified in 
the SLC English curriculum are employed by test takers. By addressing this issue, the
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study hopes to contribute to  the  establishment of the  construct validity of the test as the  
issue has not been addressed in other research to date, despite the  fact tha t the test has 
a quite long history and plays a crucial role in the test takers' lives.
It should be noted that there  is no practice of developing test specifications before 
writing test items of the SLC exam. Therefore, the  SLC test item writers are asked to 
design the  test on the basis of the SLC curriculum. As the  curriculum has clearly specified 
the  reading strategies tha t need to be tested, this study is seeing w hether or not the test 
actually looks at w hether or not these strategies are used or need to be used to  respond 
to  the test items. Test takers' verbal reports (the accounts of their mental processing) are 
regarded to be very insightful for the  purpose (Green, 1998). Therefore, this study aims to 
collect verbal reports of Grade 10 students studying in Nepal, the  prospective students of 
the  SLC exam. Additionally, it aims to  use expert judgements in order to  shed more light 
into the issue. Using these qualitative methods of data collection, this study might offer a 
great potential for the development of new knowledge and understanding to  the  existing 
body of knowledge currently in the  field.
The study has been divided into six chapters. This introduction part is followed by the  
review of literature on the related areas. Chapter th ree  discusses the  methodology used 
in the  study and chapter four presents the  results, which is followed by the  discussions on 
the  results. The final chapter draws a conclusion.
3
Chapter 2: Literature Review
The literature in the  field of reading and reading assessment is vast and complex (Moore, 
Morton and Price, 2012). Only key studies tha t have particular relevance to  the  current 
study are reviewed. Basically, th ree  broad areas have been identified: reading skills and 
strategies along with theories of reading, construct validity, and usefulness of verbal 
reports and expert judgements in test validation. The following section presents a review 
of the  literature in each area.
2.1 Theories of reading
A basic theory of reading suggests tha t reading is an act or a process in which a reader 
translates graphic symbols of a text into meaning (comprehension); however, it is very 
difficult to  understand how the  reader makes sense of those graphic symbols (Kamil and 
Pearson, 1979) as the processes the reader follows to comprehend a text are not easily 
detectable. Different assumptions are made regarding the reading process. As a result, 
different theories and models of reading have been introduced.
The reading process has been broadly defined from two different perspectives: cognitive 
and social. Reading from the cognitive perspective is a process where a reader activates 
various cognitive processes, such as parsing sentences through an analysis of the  
grammatical constituents, interpreting clauses and making inferences in order to  
comprehend a written text whereas reading from the  social perspective, is "a situated 
activity tha t takes place in a specific context with specific task demands; therefore, the  
social context within which students read influences their reading behaviors by 
determining how they engage with reading tasks" (Katalayi and Sivasubramaniam, 2014,
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p.848). On the  basis of the  purpose of the study, reading has been seen from the  
cognitive perspective in this study.
It is equally important to  define reading construct i.e. the skills involved in reading. 
Researchers have different opinions regarding the  skills involved in reading. Some 
researchers (e. g Alderson 1990b; Weir, Yang and Jin 2000; Wu, 2014) view reading 
consisting of different sub- skills while others (e. g. Rosenshine, 1980; Schedl, Gordon, 
Carey and Tang, 1996) view reading as a monolithic entity and argue tha t discrete skills do 
not exist in reading comprehension. The current study focuses on the  divisibility of the  
reading construct as the SLC curriculum itself has divided reading into different sub- skills 
and it is thought to be "possible to link particular types of item or task to  specific sub­
skills tha t they are said to tap into" (Khalifa and Weir, 2009: 39).
The literature on reading indicates some inconsistencies in the use of the  term s 'reading 
skills' and 'reading strategies'. The following section discusses some of those 
inconsistencies.
2.1.1Terminological inconsistencies between reading skills and strategies
There is considerable terminological confusion between reading skills and strategies. 
Inferring, for example, is a skill for Davis (1968) but a strategy for Olshavsky (1977). Some 
studies have also used the terms in an overlapping manner. It might be because of the  
difficulty to distinguish one from another as they are very much interconnected to  each 
other and have a fuzzy relation (Urquhart and Weir, 1998). However, some scholars have 
come up with different definitions, helping to reduce the confusion.
Reading skills are "automatic actions tha t result in decoding, comprehension and fluency 
usually without the  readers' awareness of the components" while reading strategies are
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"deliberate, goal-directed attem pts  to control and modify the readers7 efforts to  decode 
text, understand words and construct meanings out of texts77 (Afflerbach, Pearson and 
Paris, 2008:15). In other words, skill is an acquired ability which operates largely 
subconsciously, but a strategy is a conscious procedure which a reader carries out in 
order to  solve a problem (William and Moran, 1989). Thus, w hether a reader's actions are 
under automatic or deliberate control is a key difference between skills and strategies. 
Reading skills operate without the  readers7 deliberate control or awareness of work but 
reading strategies are under the  conscious control of readers.
2.2 Frameworks used in reading assessm ent studies
Test validation requires a clear frame work, within which data can be gathered and 
interpreted. Most of the studies tha t explore the nature of reading in a test situation have 
relied on "taxonomies tha t seek to  divide reading practices into a variety of skills and sub­
skills77 (Moore, et al., 2012: 126). However, the  literature indicates th a t  reading 
researchers have different views regarding the number of skills and sub-skills used in 
reading. For example, Carver (1997) mentions five basic skills of reading w hereas Grabe 
and Stoller (2002) argue for seven skills. However, as mentioned in chapter one, the  SLC 
curriculum divides reading into 12 different strategies such as reading for detailed 
understanding, reading for general understanding, reading for specific information 
(scanning), reading for gist (skinning) and so on.
Of the  various taxonomies, having covered the important dimensions on reading, the  
most useful for the  current study is the one proposed by Urquhart and Weir (1998), which 
is constructed around two dimensions of differences: reading level and reading type. 
Reading level focuses on the  reading processes or the level of engagement. A distinction 
is made between the reading processes focused on a text at a local level and those
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operating at a more global level. Local level of engagement (comprehension) refers to 
"the understanding of propositions at the  level of micro structure" like individual words, 
phrases, clauses or sentences whereas global level of engagement (comprehension) 
refers to  "the understanding of propositions beyond the  level of micro structure77 (Khalifa 
and Weir, 2009: 45-46). Thus, the  local level of engagement is for basic comprehension 
while global level of engagement is for comprehending larger textual units like 
paragraphs or the  whole text(s).
However, Urquhart and Weir (1998) do not discuss the  two main types of processing: top 
down and bottom up processing in reading, which most of the reading researchers agree 
with (e.g Alderson, 2000; Cohen and Upton, 2006, 2007, Khalifa and Weir, 2009). In 
bottom-up processing (or decoding), readers process smaller units into larger units like 
letter- by-letter, word -by- word or sentence- by- sentence in a linear fashion, whereas in 
top- down processing, "larger units affect the  way smaller units are perceived"(Khalifa 
and Weir, 2009: 41). Top down processing (inferencing) gives emphasis on context and 
background knowledge of readers, and assumes tha t a reader has some goals and 
expectations; s /he samples information from a text to  confirm or reject his/her 
expectations. In other words, in order to  sample the  information efficiently, the  reader 
looks for the most likely places in the text to  find useful information and also the  readers 
make some inferences from the  context. However, in order to comprehend a text, the re  
needs to  be a constant interaction between top-down and bottom-up processing.
For reading types, two basic types of reading, expeditious and careful reading, have been 
proposed (Khalifa and Weir, 2009; Urquhart and Weir, 1998). Expeditious reading refers 
to quick and selective reading, for instance, skimming, scanning and search reading; 
"priority is given on speed of fulfilling a specific purpose at the expense of thorough text
processing" (Shiotsu, 2010: 128). The main purpose of careful reading, in contrast, is to 
understand all the  information, implicitly or explicitly mentioned (Khalifa and Weir, 2009). 
Thus, comprehending sentences and/or overall text, making inferences etc. are the  
examples of careful reading.
Reading activities are either more local or more global in their orientation; for example, 
the  act of scanning (i. e locating specific information) has a more local focus; on the  o ther 
hand, the act of 'skimming7 (obtaining an overview of a text) is necessarily a more 'global7 
form of reading (Moore et al., 2012). Thus, the  analytical framework for the  current study 
will be the  one tha t focuses on the  level of engagement and reading types as the  reading 
strategies specified in the SLC curriculum are well covered by these two dimensions. 
Therefore, in the framework for the current study, following Khalifa and Weir (2009) and 
Wu (2014), the reading processes and skills are grouped into four categories:
a. Expeditious reading at the local level (for example, scanning a text for specific 
information)
b. Expeditious reading at the global level (for example, skimming for the  g is t )
c. Careful reading at the  local level (for example, understanding or inferencing 
lexical meaning)
d. Careful reading at the  global level (for example, understanding explicitly stated 
main ideas, understanding the overall meaning of the text, understanding the  
pragmatic meaning of the text, making inferences for the text etc.)
2.3 Construct validity
The notion of construct validity emerged in the early 1950s out of efforts m ade to  address 
the  adequacy of psychological tests by the American Psychological Association (Cronbach,
1988). Construct validity concerns "the extent to which performance on tests  is consistent 
with predictions tha t we make on the  basis of a theory of abilities, or constructs" 
(Bachman, 1990: 255). Messick (1992), further states tha t construct validity measures 
how much of something an individual displays or possesses. Thus, validating a te s t  means 
making an investigation on w hether the test measures what it is supposed to  measure i.e 
to  investigate how accurate are the inferences made on the basis of a te s t  performance 
(Hughes, 2003).
In the case of a reading test, construct validity is "a measure of how closely a te s t  reflects 
the  model of reading underlying the test"(Moore et al., 2012: 121). More specifically, 
construct validity in reading is "the ability we wish to  test"(Alderson 2000:1). Therefore, a 
reading test is said to  have construct validity, if the te s t  measures all and only the  reading 
abilities it intends to measure (Hughes, 2003). Hence, construct validity is concerned with 
the match of a test with what is being tested; the perceived abilities o f the readers in 
relation to the reading task set.
To illustrate with a simple example, imagine we intend to assess reading and our 
theoretical conceptualization of what it is to  be able to read stipulates th a t  reading is a 
skill consisting of two sub- skills: reading for main ideas and reading for specific 
information. If we design a reading test, with items tha t only tap  into reading for main 
ideas we are not assessing the  construct (the definition of reading) in a comprehensive 
manner. This is construct under-representation as we are measuring only one part of the  
reading construct. But, if we design a test with items that require the  te s t  takers to 
comprehend the  text in terms of main ideas, specific information and also requires some 
mathematical calculations to complete the test items, we are testing the  intended 
construct (i.e reading) but also something tha t is not part of the  construct (i. e
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mathematical ability). In tha t case, we are measuring the  construct plus something tha t is 
irrelevant to the  construct.
However, construct validation is problematic as it is a theory testing procedure; it involves 
a theory and the  relationship of data to the  theory; in construct validation, one validates a 
test against a theory (Palmer and Groot 1981, cited in Salehi, 2011). It is "the means by 
which theories are put to the  test and are confirmed, modified or abandoned" (Hughes 
2003: 26). Thus, validating a reading test might require a theory of reading. Therefore, the 
current study will be based on the  reading theory tha t underpins the SLC reading test 
which defines reading as a cognitive process consisting of different sub-skills.
Construct validation also requires a proper source of data. Among other sources of data
e.g te s t  performance, test content etc. verbal reports of test takers have been seen as 
useful to make judgements about the construct validity of a test (Green, 1998). The 
following section defines verbal reports and reviews some studies tha t have used verbal 
reports for test validation.
2.4 Verbal reports and test validation
A verbal report refers to  a problem solver's account of his/her mental processing 
(Ericsson and Simon, 1993). Thus, the main rationale for collecting verbal reports is to  get 
access to the  cognitive processes in readers' minds.
There are mainly two forms of verbal reports: think -aloud protocols (TAPs) and 
retrospective debriefing (RD). TAPs are the verbatim records of a problem solver's 
thinking aloud while completing a given task where as RDs are the  problem solver's 
reports about how s/he performed the task (Taylor and Dionne, 2000).
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However, TAPS and RDs have some limitations too. The main criticism of TAPs concerns 
their veridicality and reactivity; Veridicality concerns w hether the TAPs can accurately 
report or represent the  participants' true and complete thinking processes, while 
reactivity concerns w hether the  requirement to report the rating process alters the  
process being observed (Ericsson and Simon, 1993). Similarly, a problem with RD concerns 
the  temporal separation between processing and reporting. Consequently, the  readers 
may not be able to  report exactly what they did during the task performance.
Despite having limitations, many reading researchers (e.g. Alderson, 1990a, 1990b; 
Bachman, 1990; Cohen and Upton, 2006, 2007; Song, 2008) advocate the  importance of 
collecting verbal reports as a part of construct validation as the reports might provide a 
rich source of information about comprehension processes. In reading test validation, the  
cognitive processes involved in responding to an item are more important than what the  
constructors believe the item to  be testing (Alderson, 2000). However, to  the  best of my 
knowledge, only three studies reviewed below have explored the  construct validity of a 
test using verbal reports.
Alderson (1990b) collected both TAPs and RDs from his participants, who took a reading 
test; their verbal reports indicate that "what appears to be being tested  by an item does 
not always match the beliefs of the test and test constructors" (p.477). The findings 
further indicate tha t the test lacks construct validity. However, there  w ere only two 
participants and neither of them could report properly: one had language problems and 
the  other had long silences during the think aloud session and could not successfully 
report retrospectively.
Contrary to  Alderson's (1990b) findings, Nikolov (2006), who collected TAPs of 52
11
Hungerian children taking a Grade 7 Hungarian reading test, and Cohen and Upton 
(2006), who collected TAPs of 32 test takers of the  new  TOEFL, report tha t the  reading 
strategies employed by the  test takers were in line with the  strategies intended by the 
test. However, both of these  studies collected only the  TAPs; had the te s t  takers' RDs 
been collected, the  RDs might offer more insights into the  cognitive processes and 
produce more valid results.
In a similar vein, Holzknecht (2012) asked eight students to take the  Austrian Matura 
exam and think-aloud. The results revealed tha t the  students used all the  careful reading 
strategies specified in the test specifications. However, the exam did not have equal focus 
on expeditious reading and the strategy "reading to  deduce the meaning of unfamiliar 
words from the  context" was not in use which was listed in the  test specification. Thus, 
the  findings posed a possible threa t to the construct validity of the  reading exam. 
However, the author also collected only the  TAPs of the test takers.
Nevertheless, there  is no final absolute measure to  validate a reading test, but different 
kinds of evidence can be invoked in support to  investigate the complex issues of reading 
skills in order to get more valid results (McNamara, 2009). Therefore, the current study, in 
addition to  the verbal reports of the students, collected experts' views with regard to the 
skills measured by the test.
2.5 Expert judgements in test validation
Expert judgements (the views of the experts regarding the skills tested  by the  reading 
test) are considered to be important for test validation (Alderson, 1993). However, the 
use of expert judgements in validating a test is challenging. The enduring problem of a
12
research using expert judgements might be of low level of agreement among the  experts 
(Fulcher, 1997).
Previous studies in language testing have used expert judgements for different purposes 
indicating different level of agreement. For example, Bejar (1983) and Flucher (1997) 
asked their experts to predict item difficulty and discrimination indices of the  test of 
Standard Written English; and to sequence ten different texts in order of difficulty. 
Additionally, Alderson (1990a) and Alderson and Lukamani (1989) asked their experts to 
judge w hether the  te s t  items in two reading tests were testing "lower7, "middle7 or "higher7 
order abilities. All the studies indicated low agreement among the  experts. However, 
Lumley (1993), who asked the experts to  examine the  place of sub-skills in English as 
second language (ESL) syllabus and test design, claims for a high level of agreem ent 
among the  experts. But, it can be argued tha t the experts were forced to  have agreem ent 
in Lumley7s study as they had discussion until agreement was achieved (Alderson and 
Lumley, 1995).
Tavakoli and Barati (2011) used expert judgments to  investigate the construct validity of 
the  Cambridge English: First Paper. In the  study, six university lecturers in Iran w ere asked 
to  make judgments regarding the reading skills measured by the  test. They also asked six 
test takers, the under graduate students, to  match the  skills assessed by each te s t  item in 
the  test on the reading taxonomy of reading skills, which was provided to  them . The 
findings did not reveal substantial agreement among the  experts on the  skills claimed to 
be tested  by the  test, nor could any significant agreem ent be observed among the  test 
takers on the skills being tested  by the test. Similarly, Holzknecht (2012), besides 
collecting verbal reports of eight test takers, asked seven testing experts to  make 
judgments about the reading skills tested by the  Austrian Matura exam. The findings are
in line with most previous studies on expert judgment indicating little agreement among 
the  experts on the  reading skills tested  by the test. The study also indicates a big gap 
between the  strategy use and strategy judgments.
2.6. Research questions
The study aims to  explore the following research questions:
1. Do test takers employ all the  reading strategies specified in the  SLC English curriculum 
to  take the English reading test of the SLC examination?
2. Are the reading strategies specified in the  SLC English curriculum in line with what 
experts think the  reading test is measuring?
3. To what extent is there consistency between the strategies test takers use and the  
expert judgements?
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Chapter 3: M ethods of da ta  collection and analysis
This chapter presents the methodological approach of the  empirical investigation of the 
study. The chapter has three  main sections: methodological framework, data collection 
and analysis.
3.1 Methodological framework
This study is exploring what is actually being tested by the reading test by looking at how 
students take the  reading te s t  and how experts see the  test. It should be noted tha t 
looking at how students take the test involves exploring the complex cognitive processes 
the  students follow to respond to  the test. Therefore, it was realised tha t the  study 
should be qualitative in its nature so tha t in-depth information on those complex issues 
could be collected. The students' verbal reports were thought to  be the  most appropriate 
sources as the reports were expected to  provide us the  first-hand evidence about the  
students ' cognitive processes when they were engaged in taking the  reading test. 
Additionally, in order to dig more into the  issue, the  views of the  experts were collected. 
By employing verbal reports and expert judgments in a complementary fashion, the  
research attem pted to pay heed to the  complex issues related to the  reading strategies.
3.1.1 Access to the field work and ethical considerations
This section describes the processes followed to  get access to the  field work and recruit 
the  participants along with the careful measures used for ethical consideration.
3.1.2 Location of data collection
Kathmandu was selected as the location for the study mainly for two reasons. First, unlike 
most parts of Nepal, Kathmandu has a large number of schools. So, the schools could be
15
found within a small area which could ease the data collection. Second, my familiarity 
with the community of the  students, their school environment, language and culture 
could help me to  collect in-depth information for this qualitative research. Both the  
expectations were met while collecting the  data.
3.1.3 Negotiating access for field work
Having decided on the  kind of location, I needed to  identify gatekeepers to help me gain 
access for field work. Two schools (one private and one public) in Kathmandu were 
purposively selected and their written permission was obtained in December, 2014 
before submitting the  proposal for ethics review.
After getting approval for the  data collection from the  ethics review com mittee at the  
Open University, I went back to Kathmandu in April, 2015. However, I could not get easy 
access to the schools as a devastating earthquake of 7.9 magnitude hit Nepal on April 25, 
taking more than 8000 lives and displacing millions. Because of this disaster, the  
government of Nepal decided to shut down educational institutions in 11 quake-hit 
regions including Kathmandu till May 14 as physical infrastructures of schools needed 
technical inspection. Therefore, all the schools were closed until May 16 but I had to 
return to  Milton Keynes on May 12 (i.e the  day another quake of 7.3 magnitude hit the  
country worsening the situation).
Consequently, I could get access only to the  public school as I had gone there  before the  
earthquake hit the  country. In the case of the private school, I could not contact to  any of 
the responsible persons in the  school as the  school was closed until May 8 and none of 
them  were in Kathmandu. Therefore, I selected another private school, and had 
telephone conversation with the vice principal of the school. Upon my request, he visited
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the  school although it was closed and gave me oral permission to  collect data from the 
students in the school.
3.1.4 Recruiting participants
At first I visited the  public school which had already given me a written consent to collect 
the  data and requested the  head teacher of the school to  select any four students for the  
data. Two boys and two girls were selected from the school. Then, the  next day, their 
parents were invited in the  school. Each of the  parents along with their child was 
informed about the  study verbally as well as through the  information sheet which was 
written in Nepali. Then, the  schedule for the  data collection was set, starting on 25 April.
However, I had to face an unexpected problem on the very first day of the data collection.
I had collected data from the  very first participant and was waiting for the  second one 
when we faced the deadly earthquake; I had a narrow escape there. After the  earth 
quake, we had no network to  have telephone contact for a few days and we had to  sleep 
under the open sky, with less food and w ater for seven days because of the  continuous 
aftershocks. Also, I was very much scared to go back to  school. Therefore, I could not 
contact the  participants for a week. Then, when I contacted the  participants over the 
telephone after a week, I found tha t all of them  had left Kathmandu. The reality was tha t 
about half a million people including students had left Kathmandu and moved to a safe 
place. Therefore, I contacted the  head teacher again and requested him to select other 
students. The head teacher was so helpful tha t he visited the school, although it was 
closed.
Telephoning was the only option for us to contact the  students and their parents.
Therefore, the head teacher and I looked at the te lephone directory of grade 10 students
and selected about two numbers (two boys and two girls) randomly and the  head teacher
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te lephoned them  one after another, upon my request. However, we found tha t all of the  
students were not in Kathmandu. Then, the  head teacher picked up several other 
numbers from the directory and continued telephoning the  students until he could make 
sure tha t four students were available in Kathmandu and each of them  could visit the  
school next day with one of their parents or a m em ber (senior to  her/him) in the  family. 
Therefore, it was not possible to  have gender balance of the students. In the  case of 
another school (the private school) too, I had to  request the  vice principal to  select and 
contact the  students for the  data. We followed a similar process for the  student selection 
and we had similar problems to  find the  students and make gender balance. 
Consequently, we ended up with seven girls and one boy as our student participants from 
the  two schools. However, it did not affect my data as the study did not aim to  make any 
gender-based comparison.
It was more difficult to recruit the  subject experts as all the seven experts, whom I had 
requested for the data, had left Kathmandu after the  earthquake. Therefore, I had to 
contact another group of experts who could meet the  selection criteria (see 3. 2.2) to  be 
my participant and were available in Kathmandu. With the  help of a teacher at Tribhuvan 
University, Kirtipur I collected the telephone directories of MahendraRatna Campus, 
Tanhachal and Tribhuvan University, Kirtipur and selected about 20 teachers from the  
institutions, thinking that I could find at least seven to  eight experts living in Kathmandu. 
However, I could find only four of them  living in Kathmandu. Fortunately, all of them  
happily accepted my request to become my participant and then with the  help of the  
experts, I contacted three more experts.
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3.1.5 Timing of the study
The data collection for the study took place be tw een l5  April to  11 May, 2015. It was the  
first month of the  new academic year in the  schools in Nepal. Despite the  natural disaster,
I managed to  secure access to  enough participants and collected sufficient data to  answer 
my research questions within the  period originally scheduled for data collection.
3.1.6 Ethical considerations
Approval for the  research was obtained by submitting a preliminary project proposal to  
the  University ethics committee before commencing the  research. For the  protection of 
human rights and data, in addition to The Ethics Principles for Research involving Human 
Participants at the  Open University, British Educational Research Association (BERA) 
Ethical Guidelines (2011) and European Association for Language Testing and Assessment 
(EALTA) Ethical Guidelines were followed.
Both the  parents and students were informed about the research orally as well as 
through an information sheet before obtaining the  consent of the  parents for their 
permission to  record, archive and publish the  data related to their children, anonymously. 
Both the information sheet and consent form were written in Nepali language as most of 
the  parents could not understand English (See appendix, A). The parents7 consent was 
obtained as the children were 14 -16 years old. Additionally, the  s tudents7 oral consent 
was obtained.
However, it should also be noted that, as mentioned in 3.1.4, the  head teachers w ere
requested to telephone the students and parents. It was my compulsion to  request the
head teachers in the adverse situation as I did not know any of the  students and their
parents, and telephoning was the  only option for us to  contact them. One might also
argue that there  might have been a kind of pressure on the students and their parents to
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accept the request from the head teacher. However, due to the devastating earthquakes and 
the availability o f my time, I had to rely on the head teachers, and to avoid pressure on the 
students and the parents, the head teachers were very much politely telling them that it was 
not a compulsion at all for them to be a participant in the research; their participation on 
the study was completely voluntary.
With regard to the  subject experts, they were informed about the  research through the 
information sheet prior to the  written consent (See Appendix B for the  information sheet 
and consent form).
During the research, care was taken to  avoid causing mental, social or professional harm 
to  the  participants by ensuring anonymity in the report, and respecting their wishes to 
withdraw from the  research when they wanted.
3.2 Data collection and analysis 
3.2.1Verbal reports
Following Alderson (1990b) both forms of verbal reports (TAPs and RDs) from the  same 
students were collected in order to maximise the richness of information gathered (Taylor 
and Dionne, 2000). The verbal reports were collected in order to address the  first 
research question of the  study.
It is important to choose students who reflect the target population of the  te s t  as closely 
as possible, namely the students who have completed Grade 10. However, as the  
investigation was carried out at the beginning of the  school year, it was impossible to  find 
students who had just completed the Grade. Therefore, it was decided to  select the  
students studying at Grade ten, the prospective students of the SLC exam, and eight 
students (seven girls and one boy) aged between 14 -16,studying at Grade 10 ( four in a
public school and four in a private school) in Nepal participated in this study. All of them
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were Nepali native speakers. They had learned English at schools for an average of 12.5 
years.
3.2.1.1 Think-aloud and RDs procedure
The data from the  students were collected in their respective schools. In order to  ensure 
tha t the participants were not disturbed by outside noise, a very quiet room was selected 
and both the sessions (think-aloud and retrospective debriefing) were audio recorded.
The following four major steps were taken to  collect the data.
1. The students were told what was required of them  following a standardized set of 
instructions introduced by Taylor and Dionne (2000: 424). The instructions were 
not tailored to  the research questions, in other words, the  students were not 
asked to  verbalize which reading strategy they were employing, as it was 
important not to influence the range of cognitive processes reported. The 
instructions were given in the native language of the participants to  guarantee 
complete understanding.
2. A warm up task was conducted in order to overcome the  inherent challenges of 
thinking-aloud while engaged in complex cognitive tasks, such as reading. Warm 
up exercises were expected to make the  students feel more confident and less 
anxious (Ericsson and Simon, 1993), and reduce the  need for probing questions 
and prompting during the  verbal report sessions (Afflerbach and Johnson, 1984). 
Therefore, using another reading test of the  SLC exam, the  students w ere given an 
example of how thoughts can be verbalized and they practised thinking-aloud until 
they felt thoroughly comfortable with the process involved in thinking-aloud.
3. Immediately after the  warm up session, they were asked to  take the  real te s t  and
think-aloud using the language of their choice (i.e either Nepali or English)in order
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to  ensure tha t there  was no hindrance caused by language use. However, all the 
students used English to verbalise their thoughts. No time limit was set for the 
session in order to allow them  enough time to  think aloud; the  individual session 
lasted approximately 35 to 40 minutes. During each individual think-aloud session, 
the  researcher positioned herself next to the students and took some notes 
related to  their activities. Following Cohen and Upton (2006), the  participants 
were reminded to keep thinking-aloud whenever they remained silent for about 
30 seconds; they were politely prompted: "Please say aloud what you are thinking 
now." However, this was not necessary for most of the participants. It should be 
noted tha t the  participants were individually trained and also took the  test 
individually.
4. Immediately after they completed the  test, they were interviewed about how they 
solved each item in the test. The researcher used the notes she collected during 
the  think-aloud sessions for asking questions. Although all the  students used 
English to verbalise their thoughts, Nepali was mostly used in their interview as 
most of them preferred Nepali to use in the interview.
5. Finally, they answered a questionnaire (See appendix c) which includes some 
questions related to the students' background and the test. The questions were 
adapted from Holzknecht (2012).
3.2.1.2Data analysis
The verbal reports of each participant were transcribed following the convention of the  
previous studies (Alderson, 1990b; Nikolov, 2006) and the  transcripts w ere organized 
according to  the  individual test item. Thus, even if a student came back to  an item after
some time, for example to check the  answer, this part was put together with the  first part
22
related to  tha t item. To make the  analysis systematic, the  TAPs and RDs on each test item 
were put together. Then, those verbal reports were coded using the  software called 
NVivolO (Lewins and Silver, 2014).While coding the reports, both the  top  down and 
bottom up approaches were followed. Following the  top down approach, 12 different 
codes were developed on the  basis of the  reading strategies specified in the  SLC 
curriculum, prior to  the  start of coding the  data. Five other codes emerged through the  
data increasing the  total number of the  codes to  14. Then, the frequency of each strategy 
was calculated on an item basis for each participant. It should be noted tha t the  repeated 
use of the  same strategy within a single test item by an individual was counted only once
so tha t the  number of participants using the  strategy for the  same item could be easily 
identified. Finally, their responses to  the questionnaire were analysed. It should be noted 
tha t the  questionnaire consists of both the  open ended and close ended questions. Thus, 
while analysing the close ended questions the number of frequency for each choices was 
counted but in the  open ended questions, the  main points made by the  students were 
collected.
3.2.2 Expert Judgements
In order to  address the second research question, following Tavakoli and Barati (2011), it 
was decided to collect subject experts7 views with regard to the  inclusion of the  reading 
strategies in the test.
Seven subject experts from Nepal took part in the study. In order to  ensure th a t  the  right 
person was selected, two basic selection criteria were set: the  experts should have 
completed a course on "Language Assessment7 at post graduate level and have been 
involved in English test item writing or marking for at least th ree  years. Four of the
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participants had experience in teaching and testing English for about 20 years and the  
rest about four years.
3.2.2.1 Procedures
First of all, a judgment instrument was developed based on the reading strategies listed in 
the  SLC curriculum. The instrument consisted of a table, which needed to be filled in by 
the  experts indicating which of the strategies listed in the  SLC curriculum they thought 
were tested  by each individual item. They were asked to  take the  te s t  as the  students do 
and decide the  strategies assessed by each of the  items in the  test. They could choose 
more than one strategy for each item. If they believed tha t an item was not testing any of
the  strategies, they could indicate this by ticking a column labeled "other" and 
mentioning which strategy they believed was being tested. After the  judgment, they had 
to  answer a few open-ended questions related to  the  judgment process(See appendix D); 
the  judgment instrument were adapted from Holzknecht (2012).
They were allowed to  take the  test home and complete the  tasks required; thus there  was 
no communication among the  judges. They did the  task individually and returned the  
instrument within four days. The frequency of reading strategies in each item was 
calculated before they took part in the focus group discussion (FGD). The main purpose of 
FGD was to discuss the  items which received multiple responses i.e the  items which 
showed discrepancies among the  experts' views.
The FGD was conducted in a room of a restaurant, which was convenient for most of the
experts to  visit. It was ensured tha t the room was very peaceful so tha t th e  experts could
fully concentrate on the discussion. In the  FGD, unlike Lumley (1993) who forced the
experts to have an agreement, the  experts were simply encouraged to  give reasons for
their choices. An attem pt was made to  have discussion about the strategies which
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indicated discrepancies. English was used throughout the discussion as all the  experts 
could speak English very well. The FGD was audio recorded.
3.2.2 2 Data analysis
In order to  make the  analysis systematic and clear, the  data were analysed in four steps. 
First, the frequency of the strategy judgements was calculated on an item and task basis. 
Then, the  category "other" was looked at in more detail with regard to the  comments 
provided by the experts in order to  identify the  reading strategies not specified in the  SLC 
curriculum. Then, the  answers to  the  open-ended questions were analyzed. Finally, the 
information obtained from the  FGD were analysed on item basis by collecting the views 
expressed by the  experts.
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Chapter 4: Results
This chapter presents the  results of the study. For the  systematic presentation of the 
results, they are presented in the  order of the  th ree  research questions. Therefore, the 
reading strategies used by the  students are presented at first, which are followed by the  
judgments made by the  experts and the final section makes a comparison between the  
strategies used by the students and the expert judgments. The final section makes an 
analysis of the te s t  material being investigated in the  study.
4.1 Reading strategies used by the students
The first research question aimed to  explore the reading strategies employed by the  
students to respond to the  test. Therefore, the  TAPs and RDs provided by the  students 
were minutely analyzed using some codes. Table 1 presents the coding scheme used to 
analyze the data.
Table 1: Categories used in the coding scheme
*DetailUnd = Reading for detailed understanding
*GeneralUnd= Reading for general understanding
*UndThemes= Reading for understanding the underlying them es and ideas of the  text 
*UndArgument= Reading for understanding of an argument 
*Gist= Reading for gist
*Specificlnfo= Reading for specific information 
*TextOrganisation = Reading for understanding texts organization
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*TextContinuation = Reading for anticipating the likely continuation of the  interrupted 
text
*Diagrammaticlnfo = Reading for interpreting the information presented in diagrammatic 
forms
*Lexicalltems= Reading for deducing the meaning of unfamiliar lexical items
*AppreciatingTx = Reading for appreciating literary text
*DictionaryUse= Using authentic English dictionary
Wmatch= Word matching
Smatch= Sentence matching
Ownlnterp= Own interpretation
GSmatching= Matching grammatical structure
Guessing= Guessing
*= reading strategies listed in the SLC curriculum
The analysis of the data indicates tha t the students employed 14 different strategies but 
only nine of them (DetailUnd, GeneralUnd, UndThemes, UndArgument, Gist, Specificlnfo, 
TextOrganisation, Lexicallems and AppreciatingTx) are specified in the  SLC curriculum. No 
evidence was found for the  employment of the three  strategies: TextContinuation, 
Diagrammaticlnfo and DictionaryUse, which are specified in the SLC curriculum. However, 
there  were evidences for the  use of five other strategies (Smatching, Wmatching, 
Ownlnterp, GSMatching and Guessing) which are not specified in the  SLC curriculum.
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I t  s h o u l d  b e  n o t e d  t h a t  f o l l o w i n g  C o h e n  a n d  U p t o n  ( 2 0 0 6 ) ,  i t  w a s  f e l t  t h a t  s o m e  e f f o r t  a t  
q u a n t i f y i n g  t h e  v e r b a l  r e p o r t  d a t a  w o u l d  h e l p  t o  l e n d  m o r e  r i g o r  t o  s t a t e m e n t s  a b o u t  t h e  
f r e q u e n c y  o f  s t r a t e g y  u s e .  H e n c e ,  s i m p l e  q u a n t i t a t i v e  u n i t s  l i k e  n u m b e r s  a n d  p e r c e n t a g e  
a r e  u s e d ,  t h o u g h  t h e y  p l a y  n o  m a j o r  r o l e  i n  t h e  d a t a  i n t e r p r e t a t i o n .  T h e r e  w e r e  
a l t o g e t h e r  6 3 9  o c c u r r e n c e s  o f  t h e  s t r a t e g i e s .  T h e  o v e r a l l  f r e q u e n c i e s  o f  t h e  s t r a t e g y  u s e  
a r e  p r e s e n t e d  i n  D i a g r a m  1 .
Diagram 1: Total Frequencies of strategy use
200
1 8 0
1 6 0
1 4 0
120
100
8 0
* = Reading strategies listed in the  SLC curriculum
I n  t h e  f o l l o w i n g  s e c t i o n ,  a l l  t h e  s t r a t e g i e s  a r e  p r e s e n t e d  m o s t l y  i n  t h e  o r d e r  o f  t h e i r  
f r e q u e n c y  ( h i g h e s t  t o  l o w e s t ) .  A d d i t i o n a l l y ,  e a c h  o f  t h e  s t r a t e g y  i s  s e e n  o n  t h e  b a s i s  o f  t h e  
f r a m e w o r k  i n t r o d u c e d  i n  2 . 2  w h i c h  i n c l u d e s  t w o  l e v e l s  o f  e n g a g e m e n t  ( g l o b a l  a n d  l o c a l )  
a n d  t w o  t y p e s  o f  r e a d i n g  ( c a r e f u l  a n d  e x p e d i t i o u s ) .  S o m e  e x a m p l e s  a r e  a l s o  d r a w n  f r o m
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the  students' verbal reports in order to  illustrate the  application of the reading strategies. 
However, it should be noted tha t the examples presented do not merely represent the 
strategy mentioned; they can be an example for the  application of o ther strategies too as, 
in many cases, multiple strategies were assigned to the same chunk of the  TAPs data.
4.1.1 Reading for understanding of an argument
The most common strategy used by the  students was UndArgument. This strategy 
involves careful reading of a text at a global level to understand an argument made 
through the statements. The strategy was identified 175 times (making up 27.4% of all 
strategy use). It was employed across all the item-types, except matching item. Here is an 
example from the transcriptions of a participant's TAPs for the strategy use.
Participant 3 Task 2 item 17(true/false item)
(Reads the statement) The writer thought Jack's mother was not so wise... Urn 
here the meaning is ... Jack's mother is not wise...Urn let me read... (Reads some 
sentences from the text) Urn here it is: Jack's mom, I decided was a wise woman. 
It means ...the writer... urn wise woman... he decided was a wise woman...urn this 
means Jack's mother was wise. So, the sentence is false.
This excerpt indicates tha t the student is trying to understand the argument made by the  
writer, particularly through the sentence 'Jack's mom, I decided was a wise woman'.
4.1.2 Reading for finding specific information
The second most frequent strategy was Specificlnfo. This strategy involves expeditious 
reading (speed reading) of a text at a local level to find specific piece of information. Very 
similar to  UndArgument, this strategy was observed across all the item-types, except the
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matching item. It was observed 157 times (making up 24.6% of all strategy use). Here is 
an example from the transcription of the TAPs for this strategy use.
Participant 7 Task 4 Item 13 (short answer question)
What was wrong with the  wipers?... Um I think I have seen the  words 'wipers7 
somewhere in the first paragraph... (Reads the  first two sentences)...No no not 
here should be in the second paragraph... jumps to  the  second paragraph...Um 
here it is... his wipers had not been working.
It can be seen in the  excerpt tha t the  student just focuses on a piece of information 
related to  the  'wipers7 and quickly goes through the  text.
4.1.3 Reading and matching similar sentences
The third most common strategy was Smatching. This strategy involves expeditious 
reading of a text at a local level. However, one might argue tha t this strategy involves 
careful reading of a text. But in the  study, the  students were found picking up a sentence 
from the  te s t  items and looking for a similar sentence in the  text. Therefore, it is included 
under expeditious reading. An example of the  employment of the strategy by a s tuden t to 
respond to  the  question 'How do parents make trouble to themselves?7 has been 
presented below.
Participant 2 Task 3 Item 21 (short answer question)
How do parents make trouble to themselves?...Um um...l think I have seen similar 
sentence in the text... um parents make trouble to  themselves, parents make 
trouble to  themselves (Reads 7th and 8th sentence in the text)...no no not here... 
(jumps to the first line)...uh it7s here...they make trouble for themselves.
30
In the  excerpt, it can be seen tha t the  student is looking for a similar sentence in the  text 
and matches the  sentence with the  test item. Smatching was applied to  respond to three  
different item-types: true/false, gap filling and short answer questions.
4.1.4 Reading and matching lexical items
Wmatching was the fourth most common strategy. It involves expeditious reading of a 
text at a local level. It was employed to  solve all the item-types, except ordering 
sentences. The following excerpt illustrates the  employment of Wmatching.
Participant 3 Task 4 item 25 (gap filling)
R: Okay, let's see this item now. They can submit their essays latest by... How did 
you find the words to fill in this gap?
S: It was very easy. So I just quickly looked for the words 'latest by' and found the  
words there in the text. See here it is written 'latest by 31 December, 2013'. So I 
wrote 31 December, 2013.
The excerpt clearly shows tha t the student just focused on the  words 'latest by' and 
quickly looked for the  words in the  text and matched the words.
4.1.5 Reading and making a guess
Guessing was employed particularly when the  students were not able to  understand 
either the text or the  questions. However, it is very difficult to place it within the 
framework used in the  study (i.e levels of engagement and reading typesjas guessing 
could be made without necessarily reading the  text and/or without necessarily being 
engaged with the text. It was employed to all the  item-types, except the  matching item.
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The following excerpt indicates the  application of Guessing to respond to the true/false 
item "Domestic walls have fragmented the world".
Participant 1 Task 1 Item2 (True/false item)
R: Okay, you think this s ta tem ent is true. Why?
S: Actually, I could not understand this sentence. Therefore, I just guessed the 
answer.
R: How did you guess then? Was there anything like a sentence or word etc. tha t 
helped you to guess the  answer?
S: No no nothing.
This excerpt indicates tha t the student is not able to  understand the  te s t  item and just 
makes a wild guess without reading the  text. However, she is able to  respond to  the  item 
correctly.
4.1.6 Reading for general understanding
The strategy "GeneralUnd" involves reading a text carefully at a global level to  have 
general understanding of the text. However, one might also argue tha t it involves 
expeditious reading of a text. But, in the study, the students were found reading the  texts 
carefully to  have general understanding of the text. Therefore, this has been included 
under careful reading of the text. The students used this strategy to solve th ree  different 
items: true/false, matching and ordering sentences. The following excerpt indicates the  
application of GeneralUnd to respond to  the short answer question "What is th e  title of 
the essay?"
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Participant 8 Task 4 Item 29 (Short answer question)
R: In order to answer this question, I could see tha t you read the  whole text. What 
were you doing?
S: I was trying to understand overall meaning of the  poem as I could not find the 
title there.
4.1.7 Reading for detail understanding
This strategy involves careful reading of a text at a global level for understanding all the 
information mentioned, either explicitly or implicitly, in the text. The strategy was 
employed to respond to two different tasks: gap filling and ordering sentences. The 
following excerpt indicates the application of DetailUnd to respond to the  gap filling item.
Participant 1 Task 1 Item 6 (gap filling item)
R: Okay, fearless situation makes people can g e t ... of all kinds. What have you 
written here?
S: I am a bit confused with this. I have written the word 'knowledge7.
R: I could see tha t you were reading the whole poem for several times before 
answering this question. Why?
S: I could not find the answer. So, I tried to  understand each line of the  poem.
4.1.8 Reading for understanding them es and ideas in the text
This strategy involves careful reading of a text at a global level. The strategy was 
employed to three different tasks: gap filling, true/false items and ordering sentences. 
The following example indicates the application of UndThemes to  respond to  the  
true/false item.
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Participant 5 Task 1 Item 3 (true/false item)
(Reads the  statement) T he  poet prays for his individual freedom 7. Um here the
meaning is ... oh yes for individual freedom means for him only. No no it should be 
false. Um let me read the  poem... um here it is: Into the  heaven of freedom, my 
Father; let my country awake ...So he is praying for the freedom of his country but 
not for his individual freedom.
This excerpt indicates tha t the student is trying to understand the  underlying them es and 
ideas presented through the  lines of the poem.
4.1.9 Reading for understanding the gist
This strategy involves expeditious reading of a text at a global level. In the  study, it was 
employed to solve four different items: true/false, gap filling, ordering sentences and 
short answer questions. The following example indicates the application of this strategy.
Participant 4 Task 3 Item 20 (ordering sentences)
R: Can you remember how you ordered the  sentences given here?
S: I read the  text and understood the  gist of the text. That helped me to  order the 
sentences.
4.1.10 Reading for understanding texts organisation and appreciating literary text
These strategies involve careful reading of a text at a global level for understanding the 
paragraphs or the ideas in the text and appreciating the  literary text. There seems to  be a 
strong relationship between item-type and the  employment of these  strategies as both of 
these strategies were observed only for 'ordering sentences7. The test contains only two
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Items (11 and 20) tha t require the  students to order the sentences (see appendix E). The 
following example indicates the  application of these strategies.
Participant 7 Task 2 Item 11 (ordering sentences)
R: Okay, how did you order these sentences?
S: It's a bit easy. I really enjoyed the text; I found the  story very much interesting. I 
could easily understand the text.
R: Do you know the order of the events presented in the text.
S: Yes, I do. I can remember the sequence very well. I also enjoyed doing this 
exercise.
The excerpt indicates tha t the  student appreciates the  text as she finds the  story 
interesting. Also, she tries to understand how the information is organised in the  text.
4.1.11 Reading for inferring the meaning of unfamiliar lexical items and matching 
grammatical structure
Both of these strategies involve expeditious reading of a text at a local level. Very similar 
to TextOrganisation and AppreciatingTx, there seems to  be a strong relationship between 
item-type and the employment of these strategies as they were observed only for the 
item 'finding the words with similar meaning'. The test contains four items of such types 
(Item 7 to  10). Here is an example from their TAPs which indicates the employment of 
these two strategies to  find a word tha t has a similar meaning with the  word 'searched'.
Participant 4 Task 2 Item 9 (finding similar words)
Searched um um searched uh...(reads from the  beginning of the  second paragraph 
and stops at 'looked for'...(Repeats the  phrase ' looked for)... um...here it is said 'I
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looked for my khalasi but could not find him'. Um ...he could not find means his 
Khalasi was not there  ...I think searched means looked for... it should be the 
answer here...(7) um also both searched and looked are in past form.
The transcription indicates tha t the  student first looks at the  context where the  phrase 
'looked for' is used and tries to  understand the  meaning with the  help of another word 
'find'. He also compares the  verb forms of 'search' and 'look'.
4.1.12 Reading and making own interpretation
Finally, evidences for the use of Ownlnterp were found in their verbal reports. Ownlnterp 
involves reading and interpreting the  text using their own logic rather than making effort 
to  understand the arguments made in the text. However, it is very difficult to  include this 
strategy under the framework used in the study as it might involve either careful reading 
or expeditious reading, also either at local or at global level engagement. It was applied to 
three  different item types: true/false, gap filling and short answer questions. The 
following excerpt exemplifies the employment of Ownlnterp.
Participant 8 Task 3 Item 18 (True/False item)
R: Okay, you think tha t the  sta tem ent 'Freedom from the  parents made children 
turn positive' is false. Why do you think so?
S: I know tha t freedom from the parents is not good for children. If we are free, 
we do many naughty things. So the result will be negative.
R: I see. It's your logic.
Here, the student makes his own interpretation of children's freedom without reading the 
text. However, the  text interprets it differently indicating that freedom for children can 
turn positive results.
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4.2 Expert judgements on the  reading strategies
I n  o r d e r  t o  a n a l y z e  t h e  e x p e r t  j u d g m e n t s  d a t a ,  t h e  s a m e  c o d e s  u s e d  i n  t h e  v e r b a l  r e p o r t s  
f o r  t h e  r e a d i n g  s t r a t e g i e s  s p e c i f i e d  i n  t h e  S L C  c u r r i c u l u m  w e r e  u s e d .  H o w e v e r ,  t h e  t e s t  
w a s  a l s o  j u d g e d  t o  b e  t e s t i n g  t h r e e  o t h e r  s t r a t e g i e s :  c a r e f u l  r e a d i n g  f o r  m a i n  i d e a s ,  
c a r e f u l  r e a d i n g  f o r  i m p o r t a n t  d e t a i l s  a n d  c a r e f u l  r e a d i n g  f o r  m a k i n g  i n f e r e n c e  o f  t h e  t e x t .  
T h e  t h r e e  s t r a t e g i e s  a r e  c o d e d  a s  M a i n l d e a s ,  I m p D e t a i l  a n d  i n f e r e n c i n g T x  r e s p e c t i v e l y .
I t  s h o u l d  b e  n o t e d  t h a t ,  v e r y  s i m i l a r  t o  t h e  v e r b a l  r e p o r t s ,  t h e  f r e q u e n c i e s  o f  e a c h  o f  t h e  
s t r a t e g i e s  w e r e  c o u n t e d  o n  a n  i t e m  b a s i s  f r o m  a l l  t h e  s e v e n  e x p e r t s  s o  t h a t  t h e  l e v e l  o f  
a g r e e m e n t  a m o n g  t h e  e x p e r t s  c o u l d  b e  f o u n d .  T h e  o v e r a l l  s t r a t e g y  j u d g m e n t s  m a d e  b y  
t h e  e x p e r t s  o n  t h e  t e s t  a r e  p r e s e n t e d  i n  d i a g r a m  2 .
Diagram 2: Total frequencies of strategy judgem ents
* = Reading strategies listed in the  SLC curriculum
D i a g r a m  2  r e v e a l s  t h a t  t h e  t e s t  w a s  j u d g e d  t o  b e  t e s t i n g  1 3  d i f f e r e n t  s t r a t e g i e s .  H o w e v e r ,
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only ten of them are specified in the  SLC curriculum. The test was judged not to be testing 
the  two reading strategies: AppreciatingTx and Diagrammaticlnfo, which are specified in 
the  SLC curriculum. However, the  test was judged to be testing th ree  other strategies 
(Mainldeas, ImpDetail and InferencingTx), which are not specified in the  SLC curriculum.
A close inspection of the judgements on an item basis reveals that, with the  possible 
exceptions of a few items, the  great majority of the  items were judged to  test at least five 
different strategies or more. The most extreme items were Item 1 and Item 3 (the 
true/false items) which were judged to test nine different strategies each. However, with 
the  possible exceptions of Item 24 (matching item), the  amount of agreement among the 
judges for the  items was very low; the judges show a great degree of variation in each 
item. For Item 24, six out of seven judges agreed tha t it is testing Lexicalltems and five of 
them go for Dictionaryllse.
The most extreme disagreement concerns the judgements of GeneralUnd between 
Judges 4 and 5. While Judge 4 thought tha t none of the  items was targeting GeneralUnd, 
Judge 5 indicated tha t all of the  items, except Item 7 to Item 10, were testing 
GeneralUnd. Similar kind of disagreement can be identified throughout the  data. For 
instance, Judge 3 did not think tha t any of the  items was testing UndThemes. In contrast, 
Judge 4 thought tha t 14 items were doing so. Similarly, Judge 7 classified only four items 
to  be focussing on Lexicalltems, while Judge 2 assigned this strategy to 15 different items. 
Thus, a close observation of the judgements made by individual expert on an item basis 
confirms tha t the  judges were unable to  agree on which reading strategies are being 
tested  by the  individual items.
Consequently, item-type wise analysis also indicates low level of agreem ent among the  
experts with regard to the strategies tested by each item types. For instance, th e  true
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false items were judged to  be testing nine different strategies: DetailUnd, GeneralUnd, 
UndThemes, UndArgument, Gist, Specificlnfo, Lexicalltems, AppreciatingTx and 
InferencingTx). However, the  experts had considerable agreement on just two reading 
strategies: Specificlnfo and GeneralUnd. Similarly, the  Gap Filling items were judged to  be 
testing six different strategies: Specificlnfo, GeneralUnderstanding, DetailUnd,
UndThemes, Gist and InferencingTx, but there  was considerable am ount of agreement 
among the  judges only for Specificlnfo and GeneralUnd. Very similar to  the  True/False 
items and Gap Filling items, the  experts had very low level of agreem ent on most of the 
strategies assigned to  the Short Answer Questions, Finding Similar Words and Ordering 
sentences. However, there was a high level of agreement among the experts with regard 
to  the strategies tested  by the  Matching item, which was judged to be exclusively 
targeting Lexicalltems and DictionaryUse. Among the  seven experts, six of them  thought 
tha t the item is testing Lexicalltems and five of them also thought tha t the  item is testing 
DictionaryUse.
It should also be noted tha t the  experts could not agree as to w hether the  individual 
items were eliciting expeditious or careful reading strategies as almost all of the items 
include judgements of both types of reading strategies.
4.3 Consistency between the strategy use and the expert judgements
The third research question aims to  explore the consistency between the  strategy use and 
the  expert judgements. Close inspection of the  results indicates tha t due to  low level of 
agreement among the  experts on most strategies, the  gap between the  two is very big. 
The overall comparison is presented on diagram 3.
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Diagram 3: Overall comparison betw een strategy use and expert judgem ents
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* _= Reading strategies specified in the  SLC curriculum
D i a g r a m  3  r e v e a l s  t h a t  a m o n g  t h e  1 8  s t r a t e g i e s ,  t h e r e  i s  a  c o n s i d e r a b l e  c o n s i s t e n c y  o n l y  
o n  S p e c i f i c l n f o  a n d  T e x t O r g a n i s a t i o n ;  t h e r e  i s  s o m e  a m o u n t  o f  c o n s i s t e n c y  o n  s e v e n  
o t h e r  s t r a t e g i e s  ( D e t a i l U n d ,  G e n e r a l U n d ,  U n d T h e m e s ,  U n d A r g u m e n t ,  G i s t ,  L e x i c a l l t e m s  
a n d  A p p r e c i a t i n g T x ) .  H o w e v e r ,  t h e  s t u d e n t s  s e e m e d  t o  b e  u s i n g  f i v e  d i f f e r e n t  s t r a t e g i e s  
t h a t  a r e  n o t  s p e c i f i e d  i n  t h e  S L C  c u r r i c u l u m ,  b u t  n o n e  o f  t h e  i t e m s  o n  t h e  t e s t  w a s  j u d g e d  
t o  b e  t e s t i n g  t h o s e  s t r a t e g i e s .  C o n v e r s e l y ,  t h e  e x p e r t s  t h o u g h t  t h e  t e s t  t e s t e d  t h r e e  o t h e r  
s t r a t e g i e s  t h a t  a r e  n o t  s p e c i f i e d  i n  t h e  S L C  c u r r i c u l u m  b u t  n o  s t u d e n t  s e e m e d  t o  b e  u s i n g  
t h o s e  s t r a t e g i e s .  T h e  f o l l o w i n g  s e c t i o n  p r e s e n t s  i t e m - t y p e  w i s e  c o m p a r i s o n .
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4.3.1 True/false items
Diagram 4: Comparison of strategy use and strategy judgm ent for True/False items
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* _= Reading strategies specified in the  SLC curriculum
V i s u a l  i n s p e c t i o n  o f  t h e  d a t a  r e v e a l s  t h a t  a m o n g  t h e  1 3  s t r a t e g i e s  a s s i g n e d  t o  t h e  
t r u e / f a l s e  i t e m s ,  o n l y  f i v e  o f  t h e m  ( G e n e r a l U n d ,  U n d T h e m e s ,  U n d A r g u m e n t ,  G i s t  a n d  
S p e c i f i c l n f o )  r e c e i v e d  s o m e  a m o u n t  o f  c o n s i s t e n c y .  T h e r e  w a s  n o  e v i d e n c e  f o r  t h e  u s e  o f  
D e t a i l U n d ,  L e x i c a l l t e m s  a n d  A p p r e c i a t i n g T x  t o  r e s p o n d  t o  t r u e / f a l s e  i t e m s ,  b u t  t h e
e x p e r t s  t h o u g h t  t h a t  t h e  i t e m s  t e s t e d  t h o s e  s t r a t e g i e s .
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4.3.2 Gap filling items
Diagram 5: Comparison of strategy use and strategy judgem ents for Gap Filling Items
Gap Filling Items
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y
*=Reading strategies specified in the  SLC curriculum
D i a g r a m  5  i n d i c a t e s  a  c o n s i d e r a b l e  c o n s i s t e n c y  i n  t e r m s  o f  t h e  t h r e e  s t r a t e g i e s :  
S p e c i f i c l n f o ,  U n d T h e m e s ,  a n d  G i s t ;  D e t a i l U n d  a l s o  r e c e i v e s  s o m e  a m o u n t  o f  c o n s i s t e n c y .  
H o w e v e r ,  t h e r e  i s  a  c o m p l e t e  i n c o n s i s t e n c y  i n  t e r m s  o f  t h e  o t h e r  s i x  s t r a t e g i e s  a s s i g n e d  
t o  t h e  ' g a p  f i l l i n g  i t e m s ' .  F o r  i n s t a n c e ,  t h e  e x p e r t s  t h o u g h t  t h a t  I t e m  2 5  t e s t e d  f i v e  
d i f f e r e n t  s t r a t e g i e s :  D e t a i l U n d ,  G e n e r a l U n d ,  U n d T h e m e s ,  G i s t  a n d  S p e c i f i c l n f o .  H o w e v e r ,  
n o n e  o f  t h e  s t r a t e g i e s ,  e x c e p t  S p e c i f e c l n f o  w e r e  i d e n t i f i e d  i n  t h e  v e r b a l  r e p o r t s .  T h e  i t e m  
w a s  s o l v e d  b y  m e a n s  o f  U n d A r g u m e n t ,  S p e c i f i c l n f o ,  W m a t c h i n g  a n d  G i s t .
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4.3.3 Finding similar words
Diagram 6: Comparison of strategy use and strategy judgem ents for Finding Similar 
Words
Finding Similar Words
3 0
■  S t u d e n t s  ■  E x p e r t s
*=Reading strategies mentioned in the  SLC curriculum
T h e  i n c o n s i s t e n c y  b e t w e e n  t h e  s t r a t e g y  u s e  a n d  s t r a t e g y  j u d g e m e n t s  f o r  t h e  i t e m s  
' f i n d i n g  s i m i l a r  w o r d s '  i s  s t r o n g e r  t h a n  f o r  t h e  t r u e / f a l s e  a n d  g a p  f i l l i n g  i t e m s  a s ,  e x c e p t  
S p e c i f i c l n f o  a n d  L e x i c a l l t e m s ,  t h e  e x p e r t  j u d g e m e n t s  c o m p l e t e l y  c o n t r a d i c t e d  t h e  f i n d i n g s  
o f  t h e  v e r b a l  r e p o r t s  d a t a .
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4.3.4 Ordering sentences
Diagram 7: Comparison of strategy use and strategy judgem ents for Ordering Sentences
Ordering Sentences
1 6
1 4
■  S t u d e n t s  ■  E x p e r t s
*=Reading strategies mentioned in the  SLC curriculum
T h e r e  i s  a  b i g  g a p  b e t w e e n  t h e  s t r a t e g y  u s e  a n d  s t r a t e g y  j u d g e m e n t s  i n  t e r m s  o f  t h e  
i t e m s  ' O r d e r i n g  S e n t e n c e s ' .  A m o n g  t h e  1 1  s t r a t e g i e s  a s s i g n e d  t o  t h e s e  i t e m s ,  s o m e  
a m o u n t  o f  o v e r l a p p i n g  c a n  b e  s e e n  o n l y  o n  t h r e e  s t r a t e g i e s :  D e t a i l U n d ,  G e n e r a l U n d  a n d  
T e x t O r g a n i s a t i o n .
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4.3.5 Matching item
Diagram 8: Comparison of strategy use and strategy judgem ents for Matching Items
Matching Item
in
* L e x i c a l l t e m  * D i c t i o n a r y U s e  W m a t c h i n g
■  S t u d e n t s  ■  E x p e r t s
*=Reading strategies mentioned in the  SLC curriculum
D i a g r a m  8  i n d i c a t e s  c o m p l e t e  i n c o n s i s t e n c y  b e t w e e n  t h e  s t r a t e g y  u s e  a n d  s t r a t e g y  
j u d g e m e n t s .  T h e  v e r b a l  r e p o r t s  s h o w  t h a t  a l l  t h e  e i g h t  s t u d e n t s  e m p l o y e d  G e n e r a l U n d  t o  
s o l v e  t h e  M a t c h i n g  I t e m  ( I t e m 2 4 )  a n d  t w o  o f  t h e m  a l s o  a p p l i e d  W m a t c h i n g .  H o w e v e r ,  t h e  
e x p e r t s  t h o u g h t  t h a t  t h e  i t e m  t e s t e d  L e x i c a l l t e m s  a n d  D i c t i o n a r y U s e .
* G e n e r a l U n d
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4.3.6 Short answer questions
Diagram 9: Comparison of strategy use and strategy judgem ents for Short Answer 
Questions
■
*=Reading strategies mentioned in the  SLC curriculum
V e r y  s i m i l a r  t o  t h e  o t h e r  i t e m - t y p e s ,  t h e  e x p e r t  j u d g e m e n t s  c o n t r a d i c t e d  t h e  f i n d i n g s  o f  
t h e  v e r b a l  r e p o r t  d a t a  f o r  a l m o s t  a l l  t h e  s t r a t e g i e s .  A m o n g  t h e  1 0  d i f f e r e n t  s t r a t e g i e s  
a s s i g n e d  t o  t h e s e  i t e m s ,  o n l y  S p e c i f i c l n f o  r e c e i v e d  n o t e w o r t h y  a g r e e m e n t ;  U n d A r g u m e n t  
a n d  G i s t  a l s o  i n d i c a t e  s o m e  a m o u n t  o f  o v e r l a p p i n g .  E x c e p t  t h e s e  t h r e e  s t r a t e g i e s ,  t h e  
s t r a t e g i e s  w h i c h  w e r e  f o u n d  i n  t h e  v e r b a l  r e p o r t s  d i d  n o t  o c c u r  i n  t h e  e x p e r t  j u d g e m e n t s  
d a t a  a n d  v i c e  v e r s a .
9 0
Short Answer Questions
J
S t u d e n t s  ■  E x p e r t s
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4.4 Analysis of the test material
The test being investigated is the  reading section of the SLC English exam (set 5, the  set 
for far western region) of the  academic year 2013/2014 (See Appendix E). The section 
consists of four texts (poem, narrative text, explanatory text and advertisement) with 
different lengths; two of the  texts are taken from their textbook, but most of the  items in 
the textbook have been modified. Among the  four texts, most of the  students found the 
poem to be the most difficult one while the  narrative text the  easiest one. The test 
contains 29 items in total, which are divided into six different item-types: true/false (8), 
gap filling (3), short answer questions (11) ordering sentences (2), finding similar words 
(4) and matching (1).
Among the  six item-types, matching item was considered to  be the  easiest one while 
sentence ordering the most difficult one by most of the students, despite the  fact tha t all 
the  students were familiar with all the  item-types included in the  test. Additionally, all the 
students reported tha t all the  instructions given for each item types w ere clear to  them. 
However, a close observation of the  test creates some confusion. For instance, the 
instruction given for ordering the  sentences in Item 20 is: Rewrite the  sentences in an 
appropriate order. The instruction is lacking clarity in the sense tha t it does not clearly tell 
w hether the sentences need to be ordered on the basis of the organization of the  text or 
just in a logical order.
An analysis of the test also reveals tha t the  test requires students to  make some 
assumptions. No clear answer can be given to  some questions. For example, the  gap 
filling item (Item 6) 'Fearless situation makes people can get... of all kinds' can be 
answered differently; possible words to fill up the  gaps might be perfection, freedom, 
thoughts, optimism etc.
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Similarly, some test items are completely irrelevant to the  text, based on which the  test 
items are designed. For example, one of the true  false items (Item 4), 'A stream can have 
good effects in the  desert', has no relation to the  poem. The test also contains so many 
grammatical errors. Additionally, in some cases, the  texts do not provide any information 
to  answer the  test items. For instance, (Item 13) 'What was wrong with the wipers?' The 
text does not provide any information about the  real problem with the  wipers. 
Additionally, there are lots of repetitions of the  item-types and so many grammatical and 
typological errors.
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C hapter 5: Discussion
This chapter is designed to  discuss the  findings of the  study. The findings are discussed in 
the  order of the  research questions followed by a discussion on the  construct validity of 
the  test and the  methodological issues related to  the  study. The final section makes 
critical observation of the test being investigated.
5.1 Research questions
5.1.1 Research Question 1
The first research question in this study was: Do test takers employ all the  reading 
strategies outlined in the SLC English curriculum to take the reading te s t  of the  SLC 
examination? Contrary to Salehi's (2011) findings, which indicated a very good coverage 
of all the  reading strategies intended by the high-stakes test, the  verbal reports in this 
study indicate tha t only 9 (out of 12) of the reading strategies were used by the  students. 
However, the two studies differ in terms of the methodologies as Salehi used factor 
analysis, a quantitative method, and this study is a qualitative one using verbal reports. 
But, the  results are in consistent with the  results of the  study by Alderson (1990b), which 
also used verbal reports.
In order to make comparisons between the  strategies in terms of their occurrence, some 
efforts were made to count the number of frequencies for each of the  strategy use in 
each test item. It should be noted tha t none of the  students was found to  be inclined to  
use a certain strategy; all the  students were found using all the strategies. Therefore, 
none of the strategy's frequency rate was affected by individual preference of the  
students.
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The frequencies of the  reading strategies found in this study reveal several important 
findings. One of the  most important findings concerns the number of strategies 
measured by each of the test items. With the  possible exceptions of the Items 5, 18, 19 
and 24, the  students used at least five different strategies to respond to  the  test-items. 
Therefore, as Alderson (1990a) states, "it is unlikely tha t any test item can be 
unambiguously said to  be testing any one skill" (p. 436).
Item-type wise analysis also indicates tha t each of the  item types, except matching item, 
seemed to measure minimum seven reading strategies. However, only two or th ree  
strategies were frequently employed by the students. Additionally, as claimed by 
Anderson, Bachman, Perkins and Cohen (1991) item-type is not a very reliable predictor 
of the  patterns of strategy use; the students employed similar type of strategies to 
approach different items. Consequently, the  strategies did not cluster on an item-type 
basis, with the possible exceptions of TextOrganisation and AppreciatingTx (occurring 
only on ordering sentences) and Lexicalltems and GSmatching (occurring only on finding 
similar words). However, Farr, Pritchard, and Smitten (1990) argue tha t readers employ 
processes which are specifically prompted by the  type of task they are asked to  perform.
The strategies applied to  some item-types seem to be affected by the  students ' pre 
exposure to  the  text. For instance, in each task, short answer questions appear only at the  
end preceded by several other questions and the  students were found strictly following 
the  order of the questions in each task while taking the  test. Therefore, the  students had 
a lot exposure to the text by the time they reached these  items. Because of this, as 
Cohen and Upton (2006) argue, the items were less demanding than they probably would 
have been, had they appeared as the sole items accompanying the  text. Consequently,
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the  range of what was being measured by those items was somewhat constricted due to 
the  repeated prior exposure to  the  text.
It should also be noted that, as mentioned in 4.1, among the  14 different strategies, the 
two most frequent strategies were UndArgument and Specificlnfo. The possible reason 
for using UndArgument most frequently might be the case tha t the  te s t  items, to  a vast 
majority, required the  students to  understand the argument made either implicitly or 
explicitly. Similarly, the possible reason for the  application of Specificlnfo very frequently 
could be the  nature of the  test material. The test is designed in such a way tha t single text 
is followed by several questions. In order to answer those questions, the  students might 
have gone back to the text for several times and looked for specific piece of information 
related to  those questions.
The test seems to have equal focus on both types of reading (careful and expeditious) just 
like the  IELTS exam did (Weir, Hawkey, Green and Devi, 2006). UndArgument and 
Specificlnfo were the first two most common strategies employed by the  students. Also, 
the  two strategies were not tested separately as UndArgument mostly occurred in 
combination with Specficlnfo. This finding contradicts the claim made by Weir, Huizhong 
and Yan (2000) that, traditionally, there has been a lack of focus on expeditious reading in 
the  testing of reading.
With regard to the reading level, very similar to  new TOFEL (Cohen and Upton, 2006), the 
successful completion of this test required the students to have both a local and global 
level understanding of the  test passages. Some of the items like ordering sentences 
indeed challenged the respondents to understand the text as a whole understanding the  
arguments made either implicitly or explicitly mentioned in the text and also understand 
lexical, grammatical and logical links in order to  determine the  logical order of the
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sentences, whereas some other items like matching item and finding similar words were 
simply focusing on word level understanding.
The study also concerns the  lack of evidence for the  employment of Dictionaryllse, 
Diagrammaticlnfo, and TextContinuation, which are specified in the  SLC curriculum. The 
reason for not using Dictionaryllse by the students was obvious; following the  rules of the 
SLC exam, the  students were not allowed to  see any kind of dictionary while taking the 
test. The students did not employ Diagrammaticlnfo as the test did not contain any 
diagrammatic information. Similarly, as the  test contains no interrupted text, there  was 
no evidence for the  application of TextContinuation.
Conversely, the results indicate the use of five other reading strategies which are not 
specified in the SLC curriculum. Among them, Smatching, Wmatching, and Guessing were, 
the  third to  fifth respectively, the most common strategies employed by the  participants. 
Very similar to the  claim made by Yang (2006), the  students were consciously matching 
words and sentences and also guessing the answers either on the basis of the  context or 
just making a wild guess.
Another important finding concerns the relationship between test item difficulty level and 
strategy use. It was really difficult to  decide the type of strategy they were using for too 
easy item (e.g Item 24) as the  adoption of any strategy was not clearly observable to  tha t 
item. This finding supports the claim made by Alderson, Clapham and Wall (1995: 
177)that when responding to too easy items, readers are likely to  display only "highly 
automated" processes as they are "less subject to conscious control" and are thus 
"unreportable". This might further indicate tha t low difficulty level of some of th e  items 
might have had an impact on the results of the  findings as certain processes might not
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have been captured. Conversely, it was found tha t sentence ordering was the most 
difficult item, to which they employed the highest number of strategies.
The study also supports the claim made by Carrell (1992) tha t "the use of certain 
strategies does not always lead to  successful reading comprehension" (p.168).In some 
cases, all the  students were found to  be approaching a test item in a similar way, but 
some ended up with correct answers while the others with incorrect answers. For 
instance, in order to find the words with similar meanings in Item 9 and Item 10, all the 
students tried to infer the  meaning in context (using Lexicalltems) but only th ree  of them 
ended up with correct answers. This example also clarifies another finding in this study 
tha t sometimes the participants seemed to demonstrate the  skills supposedly required by 
an item, yet, failed to answer the  item correctly, however, sometimes the students also 
appeared to respond correctly to  some items without necessarily displaying the  skill(s) in 
question (Alderson 1990b).
It should also be noted that, RD was used to  tease out points from the  TAPs and both the  
approaches gave similar results. RD was especially helpful to make decisions about the  
use of the five different strategies: GeneralUnd, DetailUnd, UndThemes, TextOrganisation 
and AppreciatingTx as it was very difficult to make decisions regarding their use just by 
listening to the  TAPs of the students.
5.1.2 Research question 2
The second research question of the study was: are the reading strategies specified in the  
SLC English curriculum in line with what experts think the test is testing? The study 
reveals a considerable lack of consistency among the majority of expert judges on the  
strategies measured by the test. The high degree of variability among the  expert judges
found in the study were, therefore, in line with what previous studies have claimed
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i.e.experts are unable to predict which reading strategies are tested by individual test 
items (Alderson, 1990a; Alderson and Lukmani, 1989).
The findings of the study are against Lumley (1993). However, unlike the present study 
which focused on a standardized high-stakes reading test, Lumley, initiated his project 
with an English for Academic Purpose (EAP) test designed principally to  provide diagnostic 
information, and then developed the  reading skills to describe them. Lumley reported 
very substantial agreement among the expert judges on the  skills measured by the 
individual test items.
According to  the expert judgements, ten of the  reading strategies specified in the  SLC 
curriculum seem to  be tested by the  test. However, the expert judgements had 
considerable agreement only on five strategies. Additionally, the  test was judged to  test 
three more strategies, which are not specified in the  SLC curriculum, despite having very 
low level of agreement among the  experts. Conversely, the te s t  was judged not to  be 
testing TextContinuation and Diagrammaticlnfo tha t are specified in the  SLC curriculum. 
In theFGD, they expressed the obvious reason for not testing Diagrammaticlnfo th a t  the  
test does not contain any diagrammatic information. With regard to TextContinuation, 
most of them  expressed their worry for not including an interrupted text.
Another interesting finding is: among the plural strategies judged to  be tested  by the  
same item, the experts seem to  agree with only one or two of the  strategies. For instance, 
Item 27 (short answer question) is judged to be measuring six different strategies but 
they have noteworthy agreement only on E-SI. However, all the experts argued th a t  it is 
not an easy task to say exactly what strategy is measured by a particular item as the  
reading strategies do not have water tight definitions; there  is always some am ount of 
overlapping.
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Finally, this study indicates tha t the experts could not agree as to  w hether the  individual 
items were eliciting expeditious or careful reading strategies as each of the  items, except 
the  items 11, 20 and 24, was judged to be testing both the expeditious and careful 
reading strategies.
5.1.3 Research question 3
The third research question of the study was: To what extent is there  consistency 
between the  strategies test takers employ and the  expert judgements? The results reveal 
that the  majority of the expert judges and the test-takers did not show consistency on the 
skills to  be assessed by the test. In other words, there  was a big gap between the  strategy 
use and strategy judgements. Thus, the  results found in the study confirm the  findings of 
Tavakoli and Barati (2011).
Another important finding concerns the  identification of reading strategies not specified 
in the SLC curriculum. As mentioned in 4.3, both the  verbal reports and expert 
judgements data indicate the  test to  be measuring some other strategies which are not 
specified in the SLC curriculum. However, those strategies are mutually exclusive, i.e 
those found in verbal reports did not occur in expert judgements data and vice versa. In 
other words, there was complete inconsistency between the strategy use and strategy 
judgements in terms of those strategies.
Item-wise analysis reveals a big gap between the  strategies employed by the  students and
the expert judgements in each item. In all the  item-types, except matching item, it can be
seen tha t among the several strategies assigned to the items, there  is agreem ent
between the strategy use and strategy judgements only on one or two of the  strategies.
The most extreme item-type was the  matching item which indicated a complete
inconsistency between the strategy use and strategy judgements. The verbal reports of
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the  data reveals tha t all the  students applied GeneralUnd and two of them also applied 
Wmatching to respond to the item while the  item was judged to  be testing Lexicalltems 
and Dictionaryllse by almost all the experts. In the FGD, six (out of seven)experts 
mentioned tha t the  te s t  seems potential to test Lexicalltems as the  students may not 
know the meaning of the words and they may see the  context to  find the  meaning. 
However, very interestingly, seven (out of eight) students through their RDs disclosed tha t 
all the words were very common to  them. Similarly, with regard to  Dictionaryllse, five of 
the  experts viewed tha t the item seems to be potential to  measure this strategy. 
However, following the rules of the SLC, the  students were not allowed to  use any type of 
dictionary while taking the test. Therefore, there  might have been complete inconsistency 
between the  strategies used by the students and the  expert judgements in term s of these 
two strategies.
5.2 Construct validity of the test with regard to the reading strategies
The main aim of the  research is to  investigate the  construct validity of the  test. The 
results of this study, contrary to  the findings of some previous studies on te s t  validation 
(Cohen and Upton 2006; Nikolov 2006; Salehi, 2012), reveal tha t the  test seems to  lack 
construct validity as it does not seem to cover all the  reading strategies specified in the  
SLC curriculum.
The results indicate three important threats to construct validity of the  test. The biggest 
th rea t to the  validity of the test is: the  test construct is under-represented as the  test 
does not seem to  measuring all the reading strategies specified in the  SLC curriculum. 
The verbal reports of the  students do not show any evidence for the  use of 
Diagrammaticlnfo, TextContinuation and DictionaryUse. The findings related to 
Diagrammaticlnfo and TextContinuation are also supported by the  expert judgements. It
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is obvious tha t we encounter a lot of diagrammatic information in our day to day life 
situation. Therefore, it seems important for the  students to  develop the  skills to 
understand diagrammatically presented information. Also, good readers are able to 
make predictions of what comes next in the  text (Alderson, 2000). Therefore, 
TextContinuation and Diagrammaticlnfo should be tested  by an exam such as the  SLC 
exam. Future versions of the test could focus directly on these two strategies.
The second area of possible improvement for the validity of the test could be in relation 
to  the testing of AppreciatingTx, TextOrganisation and Lexicalltem. Out of the 639 
occurrences, AppreciatingTx and TextOrganisation were observed only three  and six 
times respectively in the verbal reports. However, these  two strategies are given due 
emphasis in the SLC curriculum. Similarly, the verbal reports indicate very few examples 
of the  application of Lexicalltem. The expert judgements data also indicate somehow 
similar picture. But, understanding and acquiring academic vocabulary is an important 
skill for students (Coxhead and Nation, 1998). Therefore, it seems important to  test 
w hether the students are able to infer the  meaning of unfamiliar words from the  context 
in an exam such as the SLC exam. Although verbal reports indicated the  participants' 
struggle to understand some vocabulary items in the  test, this was often not an issue as 
most of the  items did not target this strategy. Therefore, future versions of the  test could 
focus directly on these strategies.
The third threa t related to the  validity of the  test concerns the findings of the  strategies 
which are not specified in the SLC curriculum. This finding indicates tha t the  test seems to 
measure something tha t is irrelevant to  the test construct (Hughes, 2003). The test 
developers should be aware of the overrepresentation of the test construct as a valid test 
measures all and only the skills tha t are supposed to test (Hughes, 2003).
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This study has opened further areas of investigation into test validation. Contrary to 
Phakiti's (2003) findings tha t the use of reading strategies in a test situation changes 
across language tasks, the  students in the  study seem to follow similar strategies to 
approach different tasks. Therefore, the  construct validation inquiry process is to  observe 
more tests  consisting of more tasks so tha t the  consistency of test-takers' use of the 
reading strategies across different tasks/test papers can be observed, and can find out 
w hether the  findings of this study will be the same or different.
5.3 Methodological considerations
A very large database was collected with the  help of TAPs and RDs (an average of an hour 
of audio per student). All the  information was analyzed rather than being selective in 
terms of te s t  items as Upton and Cohen (2006) did. Enormous effort was needed for the 
transcription and exploratory analysis as both the tasks were extremely time-consuming. 
However, the  data have provided new insights into what the eight students did while 
taking the test.
There might be, however, several methodological concerns for the  interpretation of the 
results. Because of the intensive nature of the  study, no more than a handful of 
participants were involved. Therefore, one needs to  be tentative when extrapolating the 
findings of the  study. Similarly, the data was coded only by the researcher, coding would 
be more robust when coded by more than one person (Mackey and Gass, 2005). 
Furthermore, although enormous effort was made to code the  data minutely and 
consistently, it is still possible that there  were some inconsistencies while coding the  data 
(Cohen and Upton, 2006).
Similarly, the linguistic level of the students might have also played important role in the
use of the reading strategies. As mentioned in 3.2.1, the  students had just started Grade
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10 at the  time when the  data were collected. This means, they still have one complete 
year of study before they appear in the SLC exam. Additionally, it is worthy to  mention 
tha t all of the students used English to  verbalise their thoughts. However, Nepali was 
mostly used in their interview as most of them  preferred Nepali to use in the  interview. 
One of the possible reasons for their preference might be: while thinking-aloud they were 
simply reading the  text and talking to themselves but during the  RD session, they had to 
communicate with the researcher, a native speaker of Nepali. Therefore, they might not 
have felt confident enough to use English during the  interview. However, there  was no 
effect on the  data as both the TAPs and RDs gave the  same results.
Another more general methodological issue is the  difference between reading in a te s t  
situation and reading in a non-test situation. Alderson (1990b) claims tha t "reading and 
taking a test are not the  same thing" (p. 468). In the study by Cordon and Day (1996), the  
participants were found using more reading strategies in a test situation than in a non­
test situation. Having being concerned with the issue, the  students in the  study were told 
to  trea t the  test like the real test and most of the  SLC exam rules were followed while 
taking the test; only the major difference was: the students were asked to  think aloud in 
this study. All the students took the  tests seriously. Therefore, as Nikolov (2006) claims, it 
might be sensible to  argue tha t the verbal reports were collected under te s t  conditions 
and, thus, the  use of reading strategies were similar to what the SLC test-takers would use 
without verbalizing their thoughts. However, the  levels of anxiety would be much higher 
in a real exam situation. This could have had an impact on the reading strategies used. 
The strategy use might have also been affected by the presence of the  researcher. 
Furthermore, the  fact tha t the students were verbalizing as they worked through the  
items might have had some influence on how they responded to the  task; it is impossible
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to  eliminate the  reactive effects of verbal report on task performance (Upton and Cohen, 
2006).
Another methodological issue concerns the technique used for collecting RDs. Following 
the  notes of caution sounded by Cordon and Day (1996) tha t "the process of immediate 
retrospection may interfere with the  ability under investigation" (p.288), the  participants 
were interviewed only after they completed the  whole test. It should be noted tha t the  
test contains 29 test items and the interview was taken starting from the  first item. 
Consequently, there  was a time gap between the  performance and the  interview on each 
te s t  item. Additionally, as Yang (2006) did, the  interview might have been more effective 
if the  recordings were played (stopping after each item) and the  students were asked to 
explain how they comprehended the text and what strategies they adopted to respond to 
each of the items. It should also be noted tha t the  students undoubtedly applied o ther 
strategies as well tha t were not described in the verbal reports.
A further concern is that, following Alderson (1990b) a distinction was not made between 
the strategies used for test items tha t were answered correctly as opposed to  those 
answered incorrectly. A closer look at this variable might provide more insights into the 
strategy use.
It is also worthy to  mention that although previous research on reading claimed for the  
detrimental effects of thinking-aloud on reading (Cordon and Day, 1996), the  majority of 
students through their RDs reported tha t thinking-aloud did not have any negative impact 
on their understanding. Only two of the eight students had negative comments about the  
effects of thinking-aloud on understanding the text. Thus, the results might support the  
claim made by Cohen and Upton (2006) tha t the  reading strategy use would not be 
affected by the  think-aloud process.
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Similarly, there  are also some methodological issues with regard to the expert judgments. 
Firstly, the experts in the  FGD were not asked to discuss and make an agreement on the 
items which indicated discrepancies. Had it been done so, the level of agreement might 
have been improved. The experts in the FGD were simply asked to  provide their opinion 
for their choices. Secondly, as shown by Lumley's (1993) study tha t the  level of agreement 
might have been increased if the experts were trained on the  task and were asked to 
discuss their findings. However, the  experts were not trained as it was thought "any 
agreement among cloned raters would simply indicate the success of the  cloning process" 
(Alderson, 2000: 96). The third issue concerns the expertise of the  experts. As mentioned 
in 3.2.2, the experts did differ in terms of their working experience; four of them  had 
about 20 years of experience while the  rest had just about four years of experience in the 
field of te s t  designing. Therefore, there  might have been low level of agreem ent among 
the experts themselves. Additionally, although they were trained in designing language 
tests, they were not specially trained on reading assessment.
Another possible limitation of the  expert judgements might be the  time gap between the 
task completion and the FGD. The experts, through the FGD suggested tha t it would have 
been much better if all of them were brought together for a whole day session so tha t 
they would be able to participate in the  FGD immediately after they completed the  tasks 
which would enable them to be more critical and tell more clearly about their judgement 
process.
Another limitation concerns the  experts' involvement in the  test design. None of them  
were involved in designing the  reading test, being investigated. Had they been involved in 
the  task, they would have provided more insights into the  test purpose. Also, it might
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have been more interesting to see the gap between the  intention of the  te s t  designers 
and the  real strategies employed by the students.
Finally, another limitation of this study concerns the  word limitation for the  dissertation. 
Because of the word limit problem, item-wise analysis (for those 29 items) was not 
possible. Had it been possible to  discuss the  reading strategies tested  by each of the 
items, as Alderson (1990b) did, the  study would reveal more information on th e  validity 
issues of the test. Future research might address this limitation.
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Chapter 6: Conclusion
The primary aim of this study was to determine w hether the  English reading test of the 
SLC exam is actually measuring what it claims to measure. The results of the  study might 
degrade the  construct validity of the  test as it is found tha t the te s t  could not cover all the 
reading strategies specified in the  SLC curriculum, thus under-representing the  test 
construct. The identification of five different reading strategies not specified in the  SLC 
curriculum indicates a possible construct overlap to  another part of the  SLC exam. Thus, 
the  test lacks construct validity as a valid test measures all and only the  reading strategies 
it aims to test (Hughes, 2003). However, the  test as a whole requires the  students to  use 
reading strategies to  gain both a local and global understanding of the  test passages as 
well as to  use both the careful and expeditious reading strategies. But, it should be noted 
that, as pointed by Yang (2006), it was very difficult to compartmentalize all the  activities 
as there  was some overlapping between the reading strategies.
The study also reveals important findings regarding the usefulness of the  two research 
methodologies. It confirms the usefulness of verbal reports to  get insights into the  
cognitive processes in readers' mind and it advocates for the complementary use of TAPs 
and RDs. In many cases, it was very hard to identify which reading strategy had actually 
been employed, using TAPs alone. In such cases, decisions were made with further 
analysis of RDs.
However, the study casts doubt on the  usefulness of expert judgements to  investigate the  
reading strategies tested by the  test. There were two main problems associated with the 
expert judgements. First, the experts did not agree to  a sufficient degree on the  reading 
strategies tested by the individual items or item-types. Second, the re  was a big gap
between the strategy use and strategy judgements.
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It is worth noting tha t the contradictory results from the  comparison between the  expert 
judgements and strategy use indicate the  need for further research concerning the 
methodology. Future investigations could expand on the  use of two research methods 
and also include a third method to  triangulate the  findings. Additionally, future research 
might also need to conduct content analysis and student performance analysis in order to 
shed more light into the issues.
The results of this study should be treated  with caution and future investigations should 
try to overcome the  limitations of this study. For instance, the study could be extended to 
a greater number of participants so tha t the  results could be generalised. Secondly, the 
data could be coded by more than one researcher. Furthermore, expert judgement 
investigation with specifically the  experts who are really involved in the  te s t  item writing 
might provide more insight into the issues. Similarly, training to the  experts might also be 
desirable and conduction of the FGD immediately after the completion of the  task might 
yield better results.
Lessons from the study are important for the  improvement of the  test. The study 
indicates a considerable lack of alignment between the  test item and the  reading 
strategies. Therefore, the test designers should make efforts to address the  issues. 
Unfortunately for the  test developer, it is apparent tha t the relationship betw een item 
type and response strategy may not be straightforward as item-type is not a good 
predictor of reading strategy use (Weir et al., 2006).More importantly, an effort should be 
made to  cover all the strategies mentioned in the SLC curriculum.
In the case of some strategies, there seems to be a kind of contradiction betw een the  
strategies specified in the SLC curriculum and the examination practice. For instance, the  
curriculum clearly highlights the importance of learning and testing the  strategy
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'Dictionaryllse'. However, the students are not allowed to  see any kind of dictionary in 
the  examination. In order to  solve the  problem, either it is necessary to  clearly mention in 
the  curriculum tha t the  strategy should not be tested  in the SLC exam or the  students 
should be allowed to use a dictionary in the  exam.
The strategy use also has been affected by the  design of the test. For instance, as the 
same text is followed by several questions, the students have a lot exposure to  the  te s t  by 
the  time they reach to  the final items. As a result of which their strategy use might have 
been affected. Additionally, there  are many problems associated with the test itself like 
grammatical errors and repetitions of the  same item-types.
Similarly, in some cases the  questions are designed in such a way tha t the students can 
get right answers just by guessing. For instance, while responding to  Item 20 (Ordering 
Sentences), five of the students could not understand the  text, but still managed to  put 
the  sentences in the correct order. Similarly, in order to respond to  the  true/false items, 
the  students were making just wild guesses for several times.
To conclude, it is hoped tha t this study has successfully illuminated some of the  darker 
corners of the students' mental processing when they were engaged in reading and 
responding to the test items. It is also hoped tha t it has not only contributed to  validating 
a reading test, but has also offered some possible ways to look at some theoretical and 
methodological perspectives for assessing reading strategies.
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SLCexam. Construct validity of a te s t  refers to the degree to  which the  te s t  measures the 
skills it proposes to measure.
If you participate in my research, you will need to contribute about 2 hours of your time 
for this study. The following will be the  procedures for data collection:
>  First you will be asked to make a judgement regarding the  reading skill(s) each test 
item of the test measures. For this you need to fill out a form.
>  After you make your judgement, you will be asked to participate in a Focus Group 
Discussion which might last for about an hour.
You are free to withdraw from the  study at any time before 8 May. All you need to  do is 
to  tell me tha t you no longer wish to  participate or tha t I can no longer use your data, and 
I will not use. At every stage your identity will be kept confidential. The data will be used 
for the  research purpose only. The report of the research study will be shared with you, 
the  students, teachers and the SLC Board.
If you have any query about this study, please feel free to contact myself or my 
supervisor who can be contacted on Prithvi.Shrestha @open.ac.uk.
Thank you for your cooperation I
Regards
SaraswatiDawadi 
Open University 
Milton Keynes, England
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Subject Expert Consent Form
For
A Research project under the Masters in Research Program, The Open University, 
England- Reading strategies in the Nepalese School Leaving Exam: A Qualitative Study 
for Establishing Construct Validity
Name of participant:
Name of researcher:
1. I consent to participate in this project, the  details of which have been 
explained to me, and I have been provided with a written s ta tem ent in 
plain language to keep.
2. I understand that my participation will involve filing out the  form and 
participating in focus group discussion and I agree tha t the  researcher may 
use the  results as described in the  plain language statement.
3. I acknowledge that:
(a) I have been informed tha t I am free to  withdraw from the  project at any 
time without explanation or prejudice and to withdraw any unprocessed 
data I have provided;
(b) The project is for the purpose of research;
(c) I have been informed tha t the  confidentiality of the information I 
provide will be safeguarded subject to any legal requirements;
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(d) I have been informed tha t with my consent the data generated will be 
stored at the  Open University, England and will be destroyed after five 
years;
(e) If necessary any data from me will be referred to  by a pseudonym in 
any publications arising from the research;
(f) I have been informed tha t a summary copy of the  research findings will 
be forwarded to me, should I request this.
(g) I understand tha t I have to write in the Expert Judgment Instrument 
and fill the  form; and my participation at the Focus Group Discussion will 
be audio-tape
I wish to receive a copy of the summary project report on research findings 
Yes □  NoQ(please tick)
Participant's signature: Date:
Researcher's signature______________________________________________Date:
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Appendix C: Questionnaire for students
Please answer the questions below which are related to  the test you have just completed 
including a few personal questions. We need this information to  be able to interpret your 
answers. Please tick only one box where boxes appear.
1. What is the name of your school?
Gandaki Boarding School □  Gyanodaya Higher Secondary School^
2. Your Gender: Male □  Fem ale^
3. Your age (in years):______
4. Your mother to n g u e :___________ ___________
5. How old were you when you started learning English? (in years)___________
6. How many years have you been learning English at school?
9 □ 10D 11D 12D moreD
7. Is English the medium of instruction in your school?
YesD NoD
8. How many English classes do you have each week?
5-6D 6-7 □ 7-8 □ moreD
9. Do you read any other English text except your English textbook? If yes, w hat type 
of textslike story, poem, news etc.?
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10. How interesting did you find each of the text?
very much a bit much
a. Poem (Rabindranath Tagor) □ □ □
b. Narrative text about driving □ □ □
c. Explanatory text about family □ □ □
d. Advertisement for job □ □ □
11. How easy did you find each of the text?
very much a bit much
a. Poem (Rabindranath Tagor) □ □ □
b. Narrative text about driving □ □ □
c. Explanatory text about family □ □ □
d. Advertisement for job □ □ □
12. Howfamiliar were you with the kinds of tasks used in the test?
very much a bit much
a. True false □ □ □
b. Gap filling □ □ □
c. Matching □ □ □
d. Finding words with similar meaning □ □ □
e. Ordering sentences □ □ □
f. Short answer questions □ □ □
not at all
□
□
□
□
not at all
□
□
□
□
not at all
□
□
□
□
□
□
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13. How difficult did you find each of the tasks used in the test?
very much a bit much not at all
a. True false □ □ □ □
b. Gap filling □ □ □ □
c. Matching □ □ □ □
d. Finding words with similar meaning □ □ □ □
e. Ordering sentences □ □ □ □
f. Short answer questions □ □ □ □
14. Please rank the  following texts in order of difficulty. Write one number (1 to 4) in 
each of the boxes below (1 for the most difficult and 4 for the  easiest one).
a. Poem (Rabindranath Tagor) □
b. Narrative text about driving □
c. Explanatory text about family □
d. Advertisement for job □
15. Please rank the following tasks in order of difficulty. Write one number (1 to  6) in 
each of the boxes (1 for the most difficult and 6 for the  easiest one).
e. True false □
f. Gap filling □
g. Matching □
h. Finding word meaning □
i. Ordering sentences □
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j. Short answer questions □
16. How easy was it to  understand the  instructions given in each of the  task?
very much a bit much not at all
a. True false □ □ □ □
b. Gap filling □ □ □ □
c. Matching □ □ □ □
d. Finding words with similar meaning □ □ □ □
e. Ordering sentences □ □ □ □
f. Short answer questions □ □ □ □
17. Do you have any suggestionsfor the improvement of the test?
THANK YOU VERY MUCH FOR YOUR HELP!
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Appendix D: Expert judgement instrument
Dear sir/m adam
You are going to judge which types of reading strategies are elicited by each item of the 
SLC reading test (2070/071). Please follow the procedure outlined below.
1. Complete task 1.
2. Check your answers against the  answer key (The answer key is attached 
herewith).
3. Go back to  the first item of the  task and judge which type of reading strategy you 
think is elicited. Tick the  appropriate box by clicking it. You can tick m ore than  
one box for each item. If you tick on the  'other', please mention which strategy 
you think th a t  item is measuring.
4. Repeat step 4 for the  remaining items of task 1. Make sure to  judge each item 
individually.
5. Repeat steps 2 to 5 for tasks 2, 3 and 4.
6. Please fill out the  questionnaire at the  end of this document.
7. Save the file with the name Expert Judgement and your first name and return to 
Saraswati.Dawadi@open.ac.uk.
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1. Were there  any reading strategies you found difficult to apply?
Yes □  No q
2. If yes, which strategies? Please give reasons why youfound it difficult to apply the 
strategies?
3. Were there  any items you could not judge in terms of reading strategies?
Yes □  No q
4. If yes, which items? Please give reasons why youwere not able to judge the  items.
5. Do you have any additional comments with regards to  the application of the 
reading strategies to the SLC reading test items?
6. Do you have any comments for the improvement of the test with regard to the  
inclusion of the reading strategies listed above?
Thank you for your participation!
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Appendix E: Test Paper
1. Read the poem and do the activities that follow: [5]
Where the  Minds is Without Fear
Where the  mind is without fear and the  head is held high;
Where knowledge is free;
Where the world has not been broken up into fragments by narrow domestic walls; 
Where words come out from the depth of truth;
Where tireless striving stretches its arms towards perfection;
Where the  clear stream of reason has not lost its way into the dreary desert sand of dead 
habit;
Where the  mind is held forward by thee  into ever-widening thought and action....
Into tha t heaven of freedom, my father
Let my country a w a k e  Rabindranath Tagor
A. Write 'True7 for true statem ent and "False7 for false ones: [4 X 0.5 = 2]
a. Dignity is high when there  is no fear in the  mind.
b. Domestic walls have fragmented the world.
c. The poet prays to Father for his individual freedom.
d. A stream can have a good effect in the desert.
B. Fill in the blanks with appropriate words from the poem: [3X 1  = 3]
a. Continuous effort leads us towards...
b. Fearless situation makes people can g e t ... of all kinds.
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2. Read the passage and do the activities that follow: [10]
The vehicles were being driven slowly because of the  downpour. The visibility was poor 
and the wind was howling. There had been landslides in many places and driving was 
dangerous. Earlier the wind had been blowing forcefully but, by the  time we started off, it 
had calmed down. The downpour had turned into a drizzle and brought thunder and 
lightning.
I'd been driving for an hour when the  accident happened. My wipers hadn't been 
working, and the rain was spattering my windscreen, so I couldn't see well. I'd been 
stopping to clean my windscreen every few minutes. I had just started the  engine again 
when my tyres started to  slip. The truck slipped onto the  side of the road, hit the  hill, 
turned over and stopped. I felt and looked to see if I was hurt, but I wasn't. I had been 
driving quite slowly and luckily the  bend was quite wide. It was very quiet, with just the 
sounds of music and falling rain; I'd been playing the cassette. I looked for my Khalasi but 
couldn't find him. Soon there was a long queue of vehicles and people were all round me 
asking questions about the  accident. I heard them talking about two more accidents in 
which three people had died and ten others had been injured, Suddenly, someone 
shouted tha t there was a man lying beside the road. It was my Khalasi. He had been lying 
unconscious for half an hour. He was helped...
A. From the passage, find the words that are similar in meaning to the following: [4 X 1  = 4]
a. Heavy shower b. State of being easy to see
c. Searched d. Senseless
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B. Put the following sentences in the correct order: [4 X 0.5 = 2]
a. The windscreen was often cleaned.
b. The man was driving the  truck slowly.
c. The helper of the driver was hurt.
d. The truck soon got in the  road accident.
C. Answer the following questions: [ 4X1  = 4]
a. Why was driving dangerous?
b. What was wrong with the  wipers?
c. Where was the sound of music coming from?
d. How many accidents happened altogether on tha t day?
3. Read the passage and do the activities that follow: [10]
When parents make a lot of rules about their children's behavior, they make trouble for 
themselves. I used to  spend half my times making sure my rules are obeyed, and the  
other half answering questions like 'Jack can get up whenever he likes, So why can 't I? or 
Why can't I play with Angela? Jack's mum doesn 't mind who he plays with.' Or Jack can 
drink anything he likes. 'Why can't I drink wine too? ' Jack's mum, I decided, was a wise 
woman. I started saying things like 'of course, dear. You can drink as much wine as you 
like'. And 'No, I don't mind how late you get up.' And 'Yes, dear, you can play with Angela 
as often as you like.' The results have been marvelous. They don't want to  get up late any 
more, they've decided they don't want wine, and, most important, they've stopped 
playing with Angela. I've now realized (as Jack's mum realized a long time ago) tha t they 
wanted to  do all these nasty things because they w eren 't  allowed to.
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A. Write True7 for true statem ents and "False7 for the false ones: [4 X 0.5 = 2]
a. The writer's parents made several rules.
b. The writer thought Jack's mother wasn't so wise.
c. Freedom from the  parents made children turn positive.
d. Children were curious to do strange things because they were not forbidden to  do 
them.
B. Rewrite the sentences in the appropriate order: [4 X 0.5 = 2]
a. Children do nasty things as they aren 't allowed to.
b. I used to spend half my times answering to kids' questions.
c. Parents make trouble to kids making a lot of rules.
d. Freedom to kids for doing things may have marvelous results.
C. Answer the following questions: [ 3X2  = 6]
a. How do parents make trouble to  themselves?
b. Why should children be trea ted  freely?
c. What causes the bothering result?
91
4. Read the following advertisement and do the activities that follow: [15]
Announcement for SAARC Essay Competition 
Theme: "SAARC -  a regional hope"
(First published dated: 8 December 2013)
On the auspicious occasion of Twenty -  Eight Anniversary of SAARC, the  SAARC 
Information Center(SIC) invites to  all interested students for Essay Competition.
The details/terms & conditions of Essay competition are:
1. The Essay competitions will be organized among the  students up to class/Grade 12, the 
national of member states studying in Nepal.
2. Essay will be in English Language containing between 2000 -  2500 Words.
3. The Cash Prize of Nrs. 30000.00(Thirty Thousand), NRs 20000.00 (Twenty Thousand), 
Nrs 10000.00 (Ten Thousand) for first, second, third prize respectively and Nrs. 5000.00 
(Five Thousand) each for Eight Consolation Prize along with Certificate provided by SIC.
4. For detail information, please visit SIC Website: www.saarc.sci.org
The Center requests interested students studying in Nepal public/private schools to 
submit their Essay directly or as following address latest by 31 December 2013
SAARC Information Centre(SIC)
Media Village, Tilganga
E-mail:info@saarc_sci.org
P.O. Box No. 26339, Kathmandu, Nepal.
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A. Match the words in column 'A' with their meanings in column 'B' [ 4X1  = 4]
Coulmn 'A' Coulmn 'B'
a. Anniversary (i) i. special event or happening
b. Organized (ii) ii. Event in which people compete
c. Competition (iii) iii. Celebration of the yearly return date/event
d. Occasion (iv) iv. Arranged for
B. Complete the following sentences with the correct words/phrases from the text: [3X1=3]
This is an ... for essay competition, announced on the ... of 28th Anniversary of the  SAARC. 
The students up to grade 12 can take part in the competition. They can submit their essay 
latest b y ...
C. Answer the following questions: [ 4X2  = 8]
a. What's the word limit of the  essay?
b. How can competitors submit their essays?
c. Who are eligible for the essay competition?
d. What's the  title of the essay?
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